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UNIVERSI TY OF CALIFORNIA EXTENSION

BERKELEY DAVIS IRVINE LOS ANGEL= RIVERSIDE SAN DIEGO SAN FRANCISCO

OFFICE OF THE DIRECTOR, RIVERSIDE

June 10, 1966

Mr. Sargent Shriver
Director
U.S. Office of Economic Opportunity
Washington, D.C. 20506

Dear Mr. Shriver:

RIVERSIDE, CALIFORNIA 92502

We are pleased to send this report of a research and demonstration project,

"New Careers for Non-Professionals in Education," held at Val Verde Elemen-

tary School, Perris, California, during Summer, 1966.

An account of significant events and findings of this meaningful and excit-

ing effort is presented, particularly in Chapter XVII titled, "Preliminary

Evaluation." Other outcomes since completion of the project are:

Follow-u on the non- rofessicnals. Seven of the eight adults have

been invo ved in activities using skills they developed during the

summer. One has been employed since February 1 as an assistant teacher

in a Headstart Program. Six served as assistant teachers in University
Extension courses on human relations in teaching and learning during

the fall semester, 1965. Four of these were employed by this office

to serve as discussion leader: in a 135-hour training program for

teachers and teacher-aides involved in Operation Headstart. They

held their own admirably in comparison with twelye certified teachers
who also served as discussion leaders. The director of this program
has been most complimentary in describing their contribution to the
success of the program. Two of these same adults have recently been
employed in an 0E0 financed adult education program in Mead Valley, a
community having a high proportion of disadvantaged people within the
Val Verde School District. A member of our Campus Education Department
who serves as consultant to this project tells me they are doing out-

standing work. The other four have been employed part-time by The New
Careers Project, directed by J. Douglas Grant, to assist the Ontario

School District in developing guidelines for roles of non-professionals

in schools. Only one of the eight has not been involved in any of our
activities since termination of the Val Verde Project and she has ex-

pres sed interest in doing so.

All eight of the college students have continued in undergraduate or
graduate work. Three have completed master's degrees, one at San
Francisco State College and two through the Eagleton Foundation at

Rutgers. I plan to employ one of them full-time about July 1.



Mr. Sargent Shriver
June 10, 1966
Page 2

Two of the dropouts returned to school and one joined a work car=
project where he served as a discussion leader.

Ontario School District. One of the teachers employed on the Val
Verde Project, regular y employed in Ontario, was instrumental in
discussions with the Ontario School District Administration which
led to development of an Extension Course on ways of changing teach-
ing and learning procedures, including the use of teaching assistants.
During the year, over eighty teachers, administrators, and consult-
ants have been enrolled and a high proportion are experimenting with
new approaches, using older children to teach youngers and volunteer
adults in assistant teaching roles. Junica, high school youngsters
have also been used successfully as observers and researchers in
giving feedback about interactions in teaching and learning. TivIs
school district is planning to employ 72 non-professionals during
the coming academic year. Prospects that there will be a variety
of innovations in that system are very encouraging.

University Extension Courses. Approximately 100 teachers other than
those from Ontario are currently -nrolled in courses where discussion
of the uses of cross-age teaching and employing non-professionals has
led a large number to experiment with these approaches in their class-
rooms. Many have reported success. Also, their problems of classroom
control have been alleviated through development of greater insight
about interpersonal relations.

We are indeed grateful for the support of the Office of Economic Oppor-
tunity which contributed substantially to these developments. I am confi-
dent that we are on the threshold of enormous improvement in education in
this area. Through continued support of the Office of Economic Opportunity,
the process will be more rapid.

Very truly yours,

CI7\fv`iA

Olames R. Hartley

JRH:ja

Encl.
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INTRODUCTION

and

SUMMARY OF FINDINGS

This report describes an effort to develop a model for teaching and ad-

ministration in elementary schools, particularly those having large num-

bers of socially, economically and educationally disadvantaged children.

It gives an account of experiences that we hope will encourage teachers

to be more creative in developing an exciting environment for learning,

young people and adults needing meaningful employment, and administrators

to be more supportive of innovative approaches to teaching.

Approaches to alleviate current social and educational problems are dis-

cussed in relation to the following topics: (1) increasing unemployment

among disadvantaged people resultant from lack of formal education and

technological advances, (2) the effectiveness of the more traditional

elementary school for educating disadvantaged children, (3) the shortage

of professional elementary, teachers, (4) overcrowded classroom conditions,

(5) communication difficulties between adults and disadvantiged children,

and (6) techniques for observation and evaluation of teaching and learning.



I. EMPLOYMENT OF DISADVANTAGED PEOPLE. Increasing attention is being given

to finding meaningful and rewarding careers for persons disadvantaged through

lack of formal education, and those needing to lea new and means of

employment due to technological advances, population increase, longevity, etc.

(see reference 5 ) Social welfare is becoming increasingly recognized as

having demoralizing effects on recipients, blocking them and their children

from full participation in society. Three-fourths of the families having

children who attended the Val Verde Summer School were receiving social wel-

fare assistance, one family having done so for three generations.

AN ALTERNATIVE DEMONSTRATEV IN THIS PROJECT. Thinty-two non-p44e6.6ionat

teaching a44 4atant4, a majokity oi6 idiom were pawl., with 10 pacent /Leading

in the 4ehoot community and 60 peuent being mambem of minmity gtoups were

employed and t,mined to do exciting, meaninglcut and hignigcant wok in hetp-

ing chi edicen Leatn. Community acceptance o6 the ptoject waa 4uNtantiat.

1t. TEACHING, ADMINISTRATION AND SOCIAL CONTROL IN THE ELEMENTARY SCHOOL.

An elemeatary classroom for disadvantaged children typically has 20 to 40

children with one certified teacher who teadhes a variety of content, using

books, workbooks and curriculum materials, and supervises social relations

in the classroom and on the playground. The teacher instructs children in

knowledge and skills appropriate to their age and maturity and in a manner

and at a rate he determines is effective. Criteria for rate of learning and

effectiveness of teaching is determined largely by achievement tests and/or

teacher, observations. Minor disciplinary problems are handled by the teacher

and major or recurring incidents referred to the administration. The teacher

visits a limited number of homes. Parent-teacher conferences are held.

ii



ALTERNATIVES DEMONSTRATED IN THIS PROJECT. A. Non-pkqessionat assistant

teachers ave teckuited, okiented and trained to pek4okm instkuctionat notes

and assist £n the sotution o4 human ketations pkohetms on a. one-to-six bcuA

with chadken in non - graded aa44koom4. !see Chapters 12 and 21)

B. Achievement tests had seveke Limitation's in terms theik useptness

to the staA4. (see Chapter 17)

C. A "Change and Development Team" composed o6 a pkoiessionaC consuttant,

a graduate student and two 4akmek2y conAined 6e Cons provided obsekvations

and dikect ieedback concerning human ketations and teaching pkocesse4 and

pkobtems. (see Chapter 6)

D. Disciptine and contkot was. handled &ugly through daity group discus-

sions lit each amiss/ worn at ate LeveLl beginning with the pre-schoot group.

(see Chapter 9)

E. Assistant teacheits made ktequent home visits and thekeby pkovided vatu-

abee "tinkage between the home, community and the ctasskoom. (see Chapters

10 and 11)

F. Time 40A tAaining, evatuation and planning was avaitabte £n that school

met ion a hati day. (see Chapters 7 and 12)

III. THE SHORTAGE OF PROFESSIONAL TEACHERS AND LIMITATIONS OF MANY PROFES-

SIONAL TEACHERS IN DEALING WITH THE DISADVANTAGED. Prospects that the teacher-

pupil ratio will be reduced significantly in the next decade are not promising

as an insufficient number of teachers are being trained. Some predictions



that unless immediate and imaginative steps are taken, the ratio is likely to

increase, Disadvantaged children have severe learning problems in crowded

classrooms having a majority of children who are more physical]y active and

less verbal than is the case in a more typical middle-class school. Few

teachers are trained to work effectively with disadvantaged youngsters and

administrative pi.ocedures tend to discourage innovative approaches.

ALTERNATIVES DEMONSTRATED IN THIS PROJECT. A. Each ceAti4ied .teacher was

assigned Oat non-ptoie44iona2 teaching assistants, each of whom um to mink

with a group o 4iX chitdun. Cettilied teachets weAe Aesponsibte ttain-

ing and 4upetvising the a44i4tant teachet4. With Ow exceptions, the non-

ptoie4sionat4 developed useiut teaching 4ute6 and pAo6iciency in a Aet-

ativety 4holist time. (see Chapters 4, 12 and 21)

B. Cta444oam inzttuction waa 4acititated by extensive use of class-age

tetation4hip4, i.e., otdet chitdten keeping youngest ones. °piaci/amities iot

4tate and 4ociat devetopment and £eanivLng weAe enhanced. (see Chapter 8)

C. Two 4utt-time admin-bsttatot4 (a ptojeet admini4tAatot and a Aesident

pitincipat) were emptoyed to encourage, support and assist the teacheth in

theiA expetimentation. D: in the usuat sense of Ws meaning MA

kept to a minimum.

D. Though ctedentiated teachers expekienced consideubte anxiety SAM the

changes in insttuctionat pkocedukes, (Chapters 13 and 15) a weekend (IA

"semativity tAaining" and daity 4ta46 meetings wexe hetpliut to them in

tesaving many o6 theist cancans. (see Chapters 5 and 7).

iv



IV. OVERCROWDED CLASSROOMS. Population increase, especially at the pre-

school and primary levels is creating greet pressure for cnnct-rnntinn nf

additional classrooms.

ALTERNATIVES DEMONSTRATED OR IMPLIED FROM THIS PROJECT. A. Chiedken at-

tended 4choot 4ok thkee houk4 daft y. Thnough activities in 4matt gtoups,

inckwed cekt.i4icated teachers-pupie 'uvtLo with assistance by non-pko4t4-

4ionat4 and use ei4 4acLatie4 au-aide the 4choat - 4i.eed t)ti.p4, etc., ours

expetience suggests that chi tdken aught be abte to teann ass much, though

spending tesz time in schme, as is the case in more tradi tional 4choot4.

Ctamkoom could conceivaqy be used by .two team o4 di44etent ch.itdken and

sta44 in one day, (i.e., 9:00-12:00 4ak the 6i/is. cnd 1:00-3:00 4on the

mcond gnaw). Additionat meetings could be heed in homes, stones, chukche4,

pmks, museums, tibkakies, etc. Atso, chitdken Aegueatey amigned to ctame4

ix the moaning coursed do moss -age teaching in the ageknoon on .those in Wen-

noon cecouis coined teach in the moitn,ings.

V. COMMUNICATION DIFFICULTIES BETWEEN PEOPLE HAVING MIDDLE-CLASS FRAMES OF

REFERENCE AND THE DISADVANTAGED: COMMUNICATION PROBLEMS OF TEACHERS AND

ADMINISTRATORS. Disadvantaged children have been found to have unique learn-

ing styles and means of communication. (see references 8 and 10) Elemen-

tary teachers tend to have middle-class, success - oriented frames of reference

and many have difficulty relating to disadvantaged youngsters. Many dis-

advantaged children have few success experiences in classrooms and tend to

lose interest in learning and becoming involved in school activities. Teach-

ers and administrators do not often consider the problems of the disadvantaged

in a manner or to the extent that effective changes in teaching procedures

result.



ALTERNATIVES DEMONSTRATED IN THIS PROJECT. A. Teaching a44i4tants, ma6t

whom had pown up in citcumstance4 Aimitan to thou of chachen .61 the 4choot

and who could WOW. Aeadiey undeutand and communicate with them did teaching,

helped with human netation4 ptobtems, and made home via.its. Other non-

pto6e44,ionatz not etom the community, many from mane advantaged ciAcugotances,

Lived with immaie4 Pk the dultation the moject to undeutand them betten.

(see Chapters 10, 11 and 12)

Be Daity diAcuiszion poup6 wait conzidem,tton o4 teeming, behavioA, and

othet p/cobtemz wee heed in each ctawzoom with ate cititdit.en and teacheitz

paitttapating. (see Chapter 9) Dai,ey teaching team meeting!, ,6aci,Utated

corrrnunization and undeAstanding among team memba 6.

C. AU member the Atati4 - administAatoa, teaches, non-pu6e4sionat4 -

met daily a6 a total group to develop wo4king pnincipee6, itesaeve conieitts,

give zuppont to stati4 needing aumance about ways to be Wective, and

Acute expeAiences and thinking. These meeting4 became a model o6 adminiAtAa-

tion and decision-making. (see Chapter' 7')

VI. METHODS OF EVALUATION. The quality of elementary education is likely

to suffer through lack of systematic "on the spot" observations and feed-

back about teaching-learning situations. 'Evaluation through traditional

testing is likely to offer limited possibilities for understanding intel-

lectual, social and cognitive development. It is difficult for a single

teacher in a crowded classroom to get adequate feedback about how well he

is doing. Such feedback is necessary to plan more effective strategies.

vi



ALTERNATIVES DEMONSTRATED IN THIS PROJECT. A. A "Chanoa aid Devetopment

Team" composed paAtty o4 zociaity disadvantaged peitsons (two paitoteeis prom

a CaLt6oAnia Covtee,tionat 11,0V/tut-ton) tx.ained under a Nat-Zona Institute o6
Mentai Health Project, o44eAed immediate 6eedback to the teaching teams,

based on thei/L obseiLvations. (see Chapter 6)

B. Putditionat achievement tests were not appuoiate ion. assessing 1o/tog/Las

o6 the chi-Muni (see Chapter 17). Other means were needed. AvaVabieity
o4 the teaching assistants 6/teed the teacher to obseAve and evacuate pupie

pug/Less. HoweveA., systematic study oi ehi,editent.6 moods and headiness son.

teaitn-i.ng is needed. (see Chapter 16)

C. Systematiz ob4eAvations by con.suttant4, visito/a, educatou, other pno-

ie)ssionats and the pubUc ptovided other means viewpoints about the pnojeet,
and contitibuted to the devetopment o4 di66e)Lent pkocedute.s. (see Chapters

18, 19 and 20)

VII
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CHAPTER I.

HOW IT CAME TO BE

Aims of the Project
Selection of the Project Site



HOW IT CAME TO BE

There is really nothing new to report in this project. It is rather,

seen as a rediscovery and a different combinatibn of many things, tried by

many persons, in many different ways, in many different settings, at many

different times in the history of education, of human growth, development,

and enlightenment. Perhaps one of the earliest attempts of many of the ideas

tried in this project was the Goldberg School, run by Valentin Trotzendorff,

himself a school drop out due to economic poverty, who lived and worked in the

fifteenth and sixteenth centuries.

TROTZENDORIT (or Trocedorfius), VALENTINE FRIEDLAND (1490-
1556), German educationist, called Trotzendorff from his birth-
place, neat, GUrlitz, in Prusian Silesia, was born on February 14,
1490, of parents so poor that they could not keep him at school.
Nevertheless he was sent to study at GOrlitz, and became a school-
master there. He resigned presently to study under Luther and
Melanchthon, supporting himself meanwhile by private teaching.
He then became master in the school at Goldberg in Silesia, and
in 1524 rector. There he remained three years, when he was sent
to Liegnitz. He returned to Goldberg in 1531 and began that
career which has made him the typical German schoolmaster of the
Reformation period. He made his best elder scholars the teachers
of the younger classes, and insisted that the way to learn was
to teach. He organized the school in such a way that the whole
ordinary discipline was in the hands of the boys themselves.
Every month a "consul," twelve "senators" and two "censors" were
chosen from the pupils, and over all Trotzendorff ruled as "dicta-
tor perpetuus." One hour a day was spent in going over the les-
sons of the previous day. The lessons were repeatedly recalled
by examinations, which were conducted on the plan of academical
disputations. Every week each pupil had to write two "exercitia
styli," one in prose and the other in verse, and Trotzendorff
took pains to see that the subject of each exercise was something
interesting. The fame of the Goldberg School extended over all
rrotestant Germany, and a large number of the more famous men of
the following generation were taught by Trotzendorff. He died on
April 20, 1556.*

*Encyclopedia



PLANNING AND PREPARATION
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The idea of this project began with the project director's increasing

discomfort over teacher training and the need to open up new means of encour-

agement and development in adult education. The University of California

through its vast state-wide university extension system, offers an extensive

variety of means of education for adults - primarily those who are working

during the day and take courses evenings to increase their knowledge in their

specialties, prepare for new careers, or qualify academically for existing
ones. Some of these adult students are highly trained and possess undergrad-

uate and advanced degrees; others are not able to pursue academic education

as they do not meet the academic requirements for regular university enroll-
ment. University extension classes thus are open to any adult who wants to

pursue his interests for any reason.

Many of the adult students are certified teachers who are enrolled in

university extension courses to meet existing
credential qualifications, pre-

pare for new ones, are working on advanced degrees, or enroll to increase

their competance as teachers. Courses in human relations in relation to teach-
ing and self understanding have especially been well received by teachers in
the Riverside, San Bernardino area and have been offered under a variety of
course titles and course areas. Many of the students have taken several suc-
cessive courses as they felt they only began what they wanted to continue in
terms of self-understanding, and the resultant effects on their classroom.

Occasionally a "housewife", a young college student, a nurse or a probation

officer have enrolled in the classes which were predominantly teacher-oriented.
They brought in a new perspective and some new frames of reference and the

teachers have expressed that they wish there was more "cross fertilization" in
education courses and in the education profession.
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In looking for ways to assist them in further growth, some weekend "sensi-

tivity training" sessions have been added to the curriculum. Also the use of

non - professional teaching assistants in the courses, has added to the cross-

stimulation. Drop outs, college students and parolees from the California De-

partment of Corrections institutions have worked as volunteers in some classes

and assisted in field observations for the adult students. An experimental

course "Principles and Practices of Leadership" was offered to a select group

of university students - young people who had demonstrated leadership qualities

Cone was president of the student bcdy, etc.) and this again impressed us with

the need to experiment with new uses of talent and cross-stimulation of expe-

rienced persons. These include teachers with rich backgrounds of working with

children; housewives who have successfully managed a home and raised children

and who are looking for something more in the many years of productive life

ahead of them; young students eager to pursue new avenues and discontent with

traditional, unimaginative courses in the university; drop outs, delinquents,

and parolees, whose learning styles are different and whose restlessness and

impatience could often give us clues to areas in our social structure and in

the educational system that need study and possibly change.

The New Careers Development Project, sponsored by the Institute for the

Study of Crime anu Delinquency, and funded by the National Institute of

Mental Health, has been involved in developing nsii-professionals (in this

case young, former delinquents) for new careers in social agencies and edu-

cational institutions. This project originally was concerned with developing

former delinquents as sub-professionals in specific areas, for example, as

parole agent assistants or recreation aides. Later the project evolved into
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one where "teams" composed of two former delinquents, a graduate student

and a professional person as a consultant were trained to assist agencies ...

in administrative changes leading directly to new programs and new roles

for both non-professionals and established professionals. The New Careers

Development Project was looking for a field placement for one of its first

teams and wanted to collaborate with University Extension in. formulating

and carrying out the proposed project. The graduate student on the team

selected had graduated from the Riverside campus and had worked with the

consultant who had taught extension courses on the same campus for a num-

ber of years.

The consultant for the Change and Development Team, shared the con-

cerns of the Project Director for opportunities for more active participa-,

tion of children in their own education, rather than being more recipients

of content. He was also concerned with means to assist certified teachers

in trying new approaches in their classrooms and in creating an atmosphere

more conducive to learning.

It seemed that the time was ripe to further extend the opportunities

for advancement in a variety of modes of education by combining these dis-

contents and enthusiasms and differences into a "laboratory" situation where

we could experiment and demonstrate what could be done in a school setting

with young children, with a minimum of traditional restrictions. A short

term summer enriching project seemed ideal, as we could be exempt from

curriculum requirements, and we could have more immediate clues as to which

approaches seemed best and would offer us more "pay off" in terms of future
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education, research and development. As the next year's University Exten-

sion program for the Riverside, San Bernardino area was being planned, the

Office of Economic Opportunity was created by passage of Public Law 88-452.

We felt our own plans were consistent with the intent of the new law and

we began formulating a proposal for a demonstration project. A proposal

was drafted with the assistance of the director and co- director, N.C.D.P.,

some of the college students, parolee teaching assistants, and an elemen-

tary school principal, enrolled in University Extension courses, who subse-

quently became the project administrator. The proposal was drafted in the

fall of 1964, submitted early in 1965, and the project funded in May.

Aims of the Project.

The project was designed to be both an experiment and a demonstration of

a number of new approaches to elementary education of socially and economical-

ly disadvantaged children. Concentration was broadly in the two areas of ad-

ministration and instruction. With respect to the Economic Opportunity Act,

the project was intended to offer not "more of the same" but new approaches

to solve social and educational problems, and also to instill motivation in

economically and socially disadvantaged persons so they would want to become

more self-reliant and become involved with making contributions to society.

1. The project intended to demonstrate the use and training of high

school adolescents, both those attending school and drop outs, college stu-

dents not formally trained as teachers, and parents as a new non-professional

group in education.

The prevailing attitude today is that only fully trained, professional

teachers can help children learn. Nobody can teach unless he is fully trained
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and, conversely, no child should learn from anyone not fully trained. This

perspective is severely limiting. First, as long as only institutionally

certified teachers are allowed to work with children, manpower deficiencies

in education are not likely to be solved, and school programs will continue

to suffer from excessive teaching loads. Second, those groups in society --

namely, high school students and drop outs, college students and housewives

-- which could be trained to work with children in assistant capacities will

not be given opportunity to be useful in a field where constructive contribu-

tions could be made.

The project, then was intended to demonstrate that "professionality" and

"certification" were not absolute prerequisites for working with children and

that non-professional assistant teachers would supplement the certified teach-

er's responsibilities. It would, likewise, demonstrate new employment possi-:

bilities as positions for assistant teachers could be created for the high

school student, the drop out, the college student, and parents.

One further consideration prompted our interest in the use of non-

professional teaching assistants. Problems in learning are often problems

of communication. The traditional situation of the teacher in the classroom,

representing middle class values and assuming the role of judge and discip-

linarian, often leads to'communication blocks between the teacher and students.

A non-professional teaching assistant (in this case, the high school student,

drop out, college student or housewife) may be able to mollify this tradition-

al relationship. The child, not completely identifying the teaching assistant

with the formal authority structure because of his non-professionality and/or

youth, can be more receptive -- especially if this teaching assistant is will-
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ing and has the time to take an active interest in the child's home life, ac-

tivities and aspirations.

2. The second general aim of the project was to demonstrate that stu-

dent self-motivation could be developed through an elementary school situa-

tion in which curriculum planning and participation in teaching were con-

ducted by the pupils as well as the teachers. Further, when a pupil is

given opportunities to teach and when pupils are taught by other pupils,

skills in reading, writing, spelling, speaking and matheMatical computation

and understanding can be developed.

Several considerations support this objective. First, a child, insofar

as learning is a function of motivation, needs to develop a sense of personal

worth in what he does. By allowing him to participatein determining goals

and waking decisions, rather than imposing goals and demands on him, he is

more likely to develop a sense of worth and come to appreciate the value of

education. Second, what is known about learning processes indicates that the

child who is permitted to select for himself those things which are interest-

ing and meaningful learns more effectively. In modifying the traditional

teacher-pupil role situation by allowing the pupil to teach other pupils, the

child himself is given some latitude in determining what is interesting and

meaningful and thereby is more able to learn. Third, the tract .anal teacher-

pupil role situation itself is not entirely satisfactory in - uaranteeing the

best possible opportunity for children to learn. Modification of this tradi-

tional role situation by permitting pupils to be taught by other pupils should,

in addition to facilitating learning for the children in the projec, provide

valuable research data about learning processes and teaching situations.
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3. The third aim of the project, more general than the first two, was

to provide a model to demonstrate to educators new techniques and designs in

education that could both create new careers for non-professionals and help

make teaching and learning more effective. In general terms, the model as-

sumed the overwhelming significance of "communication" as a factor in educa-

tion.

Problems of "communication" are three types. First, the administrative

system itself, when overly bureaucratic and depersonalized, often has prob-

lems of "communication." When staff members are given little opportunity to

discuss common problems, the system tends to become stagnant. When adminis-

trators are perceived as above and apart from staff members, teacher initia-

tive is impeded. When the staff itself is composed of professional educators

alone, only a limited perspective, that of the professional, is available to

confront problems. Through institution of regular staff and administrative

seminars and the use of non-professional teaching assistants in the project,

some of these problems of communication can be alleviated.

The project attempted to also deal with a second type of "communication

problem" - blocks between the pupil and the teacher in the traditional author-

ity role, by the use of assistant teachers who actively involved themselves

in the individual interests and affairs of the children. Each pupil received

more individual attention, and the attention received from the assistant

teacher was more than simple instruction and help with school work.

Third, problems of "cammunication skills" were important in the project.

The area in which the project was conducted was a rural economically distressed

area, populated by Negro, Mexican-American and Caucasian families. Learning

for children in this area is a problem of basic reading, writing, and speaking.
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To meet these problems, the academic subject matter of the program was to em-

phasize development of these essential communication skills.

In summary, the project was intended to attempt to deal with the three

problems of communication in elementary education, those related to adminis-

tration, instruction and academic subject matter.

Selection of the Project Site.

Two different areas in the Riverside area were originally considered as

possible sites for the project. Each was in a predominantely economically

distressed neighborhood, populated primarily by members of ethnic minority

groups, the high proportion of whom were living a marginal subsistance on

state and county welfare. The proposal was submitted to the city schoolboard,

and for numerous reasons was not accepted.

Near Perris, approximately 15 miles south of the University of California

at Riverside, is a 70 square mile area known as Val Verde (meaning Green Val-

ley in Spanish) populated by persons of Negroid, Mexican-American and Caucasoid

origins. Three-fourths of the families are on some kind of economic welfare

and there are third generation welfare redepients in the area. Many of the

people who live in the area are Negroes from the south, who have taken up tem-

porary residence in the valley prior to moving into Los Angeles (primarily the

"Watts area"). Others have left Los Angeles, bought a plot of land and are

building a small home for retirement. Some of the homes are substantial, but

modest; others are grossly inadequate overcrowded with families of 10 and 12

children living closely in three rooms. There is little paving in the rural

area and early in the mornings a frequent sight is young children going to the

rail road tracks to "fetch water" from the large storage tank, as many of the



PLANNING AND PREPARATION

houses have no water or no plumbing facilities.

On the "other side of the tracks" are a few families, with large ranches,

lovely homes with swimming pools and other economic advantages. Some of their

children are in the same school.

The project was submitted to Mr. Edward Simpson, Superintendent of the

school district and principal of it's only elementary school, who recommended

approval to the school board. The school board in turn accepted the proposal.

The vice principal of the elementary school, Mrs. Nell Greene, was extremely

receptive and had been a participant in human relations courses in University

Extension.

The school had not planned to have a summer session, as they had tried

one the previous summer and had not been able to manage it financially.

Mrs. Penn, a grandmother, who was employed as an assistant teacher

(housewife) in the project, describes her view of the communities acceptance

of the project in the next chapter.
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Life is a vicious circle, who can foretell the destiny of human beings

whether they are born of middle class, silver spoon or low destitute parents.

In a valley sometime green, sometime brown, sometime flourishing and sometime

way under are many people of different nationalities, different cultures,

customs and educational backgrounds. These people came to this valley for

many reasons, health, economic and to get away from it all.

A man, a caucasian man saw an opportunity to first make money, secondly

to help poor people acquire land at a normal price and not live one on top

of the other. This land he sold to Negroes, with the admonition, "you can

put a house on it after the down payment is made." This land a beautiful val-

ley, rolling hills, mountain sides, cedar and eucalyptus trees scattered all

about. Just a spot where you can spend moments for relaxation and meditation.

People began to purchase this land sane with the idea of beautifying it

for retirement years, some to begin a new life and some with the idea that it

would be the jumping off place. They wanted it for a jumping off place be-

cause some people have lost all desires to move forward, they always seem to

meet adversities. So they think, "What's the use."

There were no lights, no good roads, no gas, no water and no telephones.

The nearest town from the nearest point three miles away and the fartherest

point eight miles. To top it all no work. People who were industrious drove

eighty miles or more to work; some each day, other coming home on the week-end.

With pushing, pulling and what money could be acquired lights were obtain-
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ed, some roads, butane gas, telephones (10 party lines) and finally water to

some area not all

If you are aggressive and see a future you can not stand still or give

up. Can you become complacement because of a few non-conformists who stand

with their hands out? There are people in the valley who felt that something

would happen if all cooperated. This valley began to grow, it's value in-

creased, new homes began to spring-up. People began to clean away the rubbish

and see what could happen if all cooperated. More people began to come to the

valley to escape from many things. With these people came their frustrations

and welfare. Welfare is a way of life in this valley, the larger part of the

population is receiving welfare. Some have no desire to improve or make a

better life, or do they? Have they had a chance?

The word motivation is a challenge to this community, this valley, this

beautiful valley. Many people have tried, school officials, county officials,

clubs, civic organizations and churches.

Out of a clear blue sky something happened. An educator who's mind works

to help, had a plan. In his early life he lived in a small community and know-

ing some of the things that beset people, he grew up with a dream to help.

The plan, was it for this valley, "NO." What happened, the school that was

selected for the project refused it. So the poor deprived children of the

valley were the targets, a summer school. Fate plays many games. Was the sum-

mer school a success? You judge. Many people were involved, teachers, house-

wives, colleges students, high school students, drop outs and parolees. What

a diversified group. These people were choosen on their merits with the

thought in mind they had something to give - love, understanding and an ap-

proach to good citizenship, and most of them lived in the valley. All persons

- 12 -
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who did not live in the valley were asked to live there during the summer.

The experience gained from this venture will help some of the college and

high school students meet some challenges presented to them in life.

These people of different nationalities, different cultures and experi-

ences, how would they get along? For two months groups met together and

discussed, not classrooms, not childrens but topics in general and everyday

occurances. Then one Friday all these people came together and arrived at a

sea shore.

Accomcdations were made at a lovely motel overlooking the sea and this

is where each one started to know the other. For three days all the members

of the community lived in anxiety. But with all of the anxiety, tension, fly-

ing words and even tears, the group left wanting more and knowing a little

more about some of the group members. They worked together and played to-

gether, each searching to know himself and his neighbor better.

Returning to the valley and starting on the task of teaching, it was a-

mazinz to see these people assemble in the afternoon in a large circle to dis-

cuss the days events or a personality. Traditions were discarded, old ideas

sent asunder and new relationships formed, new methods of dealing with child-

ren were found. Most children had been deprived of love and understanding at

school and home is no exception. The children were free, relax with some

guidance. We must not lose our sense of balance and get carried away when we

say, children were free and relaxed; because freedom carries a responsibility

and this too must be shared with the children as a learning experience. With

the various teaching assistants ranging from high school students to house-

wives who have grandchildren, the children did find someone to whom they could

respond someone who could reach them. Is this not one of the great problems

-- 13-
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today? Are we reaching our children? Why not?

We have tried all the high educational techniques and most educators are

now denouncing these tecihniqiunc. Who next?

This summer school not only helped the children but it helped those who

participated. Remember that most of the people are living in the valley. A

housewife that was shy, withdrawing and reluctant to talk found that through

association and group meetings she could talk and express herself. One house-

wife whose station in life seemed to have put her one up. Felt she was threat-

ened when the members of the group wanted to call her by her first name. She

wanted to hold to old traditions, old ideas and made it uncomfortable for some

of the young people. She threaten to quit the program, but was soon presuaded

to return after she found all the members wanted her to return. After several

sessions her resistance to change was broken and she became a part of the com-

munity.

A young housewife having small children was alert, understanding and made

the adjustment pronto. Her home situation became involved but because of her

understanding and patience things worked out all right.

A housewife who started training remarked, "I am not sure I will be able

to continue, I have been ill and going to the doctor each week. I would like

to be able to see it through." She completed the summer school and did not

miss a day. Her attitude, her outlook took on a different view.

Another housewife commented in a group, "I came to the valley to die, now

I am beginning to live, this program has prolonged my life forty (40) years."

A father, who worked in the summer school said it was the best thing that

had ever, happened to him. He is finding himself. An official of the summer

school being the kind of person they were had never associated with racial
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groups and did not know anything of the patterns of racial customs found it

was not as bad as it had been painted and repeated the experience had been

fantastic.

A housewife whose experiences are varied and many, whose respect for law,

order and discipline came from the past. But whose compassion for people

whose needs are great for learning to cope with the ever moving tide in today's

world, had to face reality and change became a must.

A member of the administration staff was so over- whelmed with the program

because all of his previous training and degrees; according to his thinking had

not met the needs of youngsters and adults as he sees it. His past experience

has made him realize that many people have much to offer to others. His exper-

ience has produced Know How that will open new avenues of undefstanding.

College students on the whole had been exposed to what was going on and

accepted the challenge and wrought well. Some lived in Mexican-American homes,

some in Negro homes. No conflicts, only one youngster who was in his teens

found it hard to accept routine as he had been regimented at home and thought

this was an escape. He finally accepted. One young man was heard to say, "He

had many thoughts when advised he would be living in a Negro home but once

there found it no different.

As in all groups there are those whose feeling of inferiority must be help-

ed. This was a challenge to the drop outs to be a part of the group without

reference to status. How could they overcome this? Each of them had something

to give. One drop out who felt her family status was above those in the group

found it hard to communicate with the group. She felt the things they talked

about were nonsense and not relevant to the program. Her compassion for MITE

of the drop outs was far out and for others she had no compassion. She was

- 15 -
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concerned about their physical needs, and felt the group did not care what

happened to them. Even with this attitude she had some beauty to offer. Her

artistic ability was outstanding, her laughter with the children and her smile

compensated for all else. It seemed she had not felted the impact of the

group, but her return to school ,4as gratifying.

A young man who dropped out of school was not too warm and was not in-

cline to be friendly. His former years as a supporter of his family had tak-

en a toll on him. He would always admonish those who challenge his not talk-

ing with "When I have something to say, I will say it." His insight, his

ability to pull thing together and his personality found for him a warm place

even though he was distant.

One young woman finding her position a little different as a drop out,

felt she had to fight for all she received. She had found it difficult to

adjust in school, likewise at home, many things had made it impossible for

her to find herself. Being a part of the program opened some avenues for

her. She was able with the help of the group to get a better understanding.

Sio of the young men were so tied together as chums, buddies that what

ever affected one affected the other. Their sense of responsibility was a

challenge and at first they claimed no responsibility. Only money was their

ultimate goal. They remarked, "We came because of the money." But on sever-

al occasions they showed that their interest was in other directions. One

day a young man called one of the housewives, "An old woman" immediately one

of these young men called his hand and told him that he must respect the older

people in the group. Hard knocks have made these young men reject so many

things but the assocation they had this summer with other participants made

them ten feet tall. A young man with fine mechanical ability, a young woman
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with artistic know how, a young man with athletic skills all drop outs. The

children adored them for they could run, jump and play. Their reluctance to

take apart in group meeting, was finally overcomed. What happen to them,

most of them returned to school.

All the high school students are in college pursuing higher education.

Of all the groups these young people seemed to have met the challenge.

The certified teachers are people who had visions of helping youngsters

meet today's challenge and wanted to be able to use all available techniques

to accomplish this. Some launched out very deep at the start, other were

reluctant to take a big step, some worked with reservations. This was all

well and good for is this not the kind of world we live in. Many different

attitudes, many ideas, many methods, but it helps us meet the challenge. The

certified teachers with all their background and experience helped in many

situations to meet the challenge. Many situations developed during the sum-

mer school where the certified teachers changed from old methods or old ideas

to a modern approach and more tolerant of people.

The teachers helped as resource people to keep standards and procedures

going. Their help was graciously taken and all worked well together, the

teachers and the change and development team. This bring to mind the function

of the change and development team. This team was composed of four young men.

Two parolees, are there eyebrows lifting and whispers being heard? These

young men have made their contribution for their misconduct and are now on

their way to becoming an integral part of society. As for the progress they

were working with the children, testing and getting material ready long before

summer school began.

The other two were college young men. One an outgoing individual who
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was out spoken and interesting. Had a great concern for the program. The

other young man withdrawing, shy, but with the ability to move in today's

world. His former contacts in hospitals and institutions made his being in

the summer school an asset. The team made observations and reported these

to the teaching teams. The observations were timely and acceptable making

the work and the school progress. This progress helped bring about change.

The children who attended the summer school were small, large, lovable,

sullen, kind and otherwise. The pre-school little people accepted summer

school and found it thrilling, no crying, no fussing, all ears and eyes.

Just a bundle of joy. Some of the first graders were amusing. These 6 and

7 year olds had much more than ordinary children this age. Two first graders

were engaged in fighting, one knocked the other down, as the one who was

knocked down arose the one that was standing, doubled up his fist. As the

child arose the other shouted, "Just you hit me you M F---." The teach-

ing assistant walked away. As she walked a few steps a teacher approached

her and said, "You look as if you have seen a ghost," she replied, "No, I

have just heard one." The situation was discussed and found that this is

connon language in the little boy's home. But in talking with the youngsters

later it was agreed that society expects us to conform as far as good conduct

is concerned and we can all do this.

Another incident that shows that children conform to custom. On one of

the outing, specifically, the trip was to the Zoo. Traveling in a car the

children were enjoying the scenery. One little boy looked out of the car

window and said, "There is a Jackass." A little girl shouted, "Don't say

Jackass, say donkey." The little boy said, "It is a Jackass, this is in the
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bible." The little girl said, "I don't care if it is in the bible, don't

say Jackass, if you won't say donkey, say Jack."

The fifth graders were so enthused over disecting a frog. They found

a frog pond and use it as a learning experience. This was a big affair with

them. They invited other classes to watch the performance.

There was also a newspaper, the fourth graders collected the news from

all the classes and printed the same.

To be sure cooking, sewing, knitting classes were held to a very good

advantage.

The children were carried on trips to the potato shed to see how pota-

toes were cleaned and packed. A trip to the library, museum, the police de-

partment, this was a thrill for the children because the guide took their

finger prints. Other trips were to the Zoo, carnival, the beach and the park,

all these trips helped to make the summer more enjoyable.

The children were so thrilled with the summer school they prepared a

petition to ask that the school begin at 8:00 a.m. instead of 9:00 a.m. and

continue until regular school should start. A nice gesture, hey?

Many youngsters showed ability to lead, older youngster taught younger

one. It was amazing to see the respect given the older children when they

were in the capacity as teacher.

It was a part of the program for each assistant teacher to visit the

home of the children in her or his cluster. This was called linking. The

children, to show their affection, all wanted the assistant teachers to visit

them. One little girl brought to class one day a buttercup and give it to

her teacher and asked, "Will you come to my house today?" The teacher did go

to her home and had a wonderful visit with the family. The next week the same
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little girl brought one of the other assistant teachers a sea shell and asked,

"Will you come to my house today." The assistant teacher obliged. The child

did this bringing something to each until the four had been contacted; she was

elated; she found something in each person she had not been given at home, at

home there were five children.

One little Mexican boy who yelled, screamed and walked the tables because

he could not hear and did not understand, received attention and understanding

that he needed and he worked along with the other children. Children are in-

nocent and not touched by deceit and trickery, they tell a true: story. It is

or it isn't, no middle ground.

It was difficult for some people to change. Their way of life pleased

them so they said, but in the final analysis they made some changes. The im-

pressions one has of people, situations, and ideas are off time a mis-concept,

and when faced with reality fail to accept the challenge. Not so this summer.

One Friday, a day that would stop all activities, a day that concludes

the association of the teachers, assistant teachers, staff and children and

all that were involved in this summer school. A day, that started thoughts

about what will happen to the things that had been learned, the changes that

had been made. This Friday came, but instead of a sad day it was found that

this was not the end but only the beginning. A beginning of a new day, a day

that will make history.

The valley that is sometime green, sometime brown, sometime flourishing

and sometimes way under, has suddenly become green and alive although brown

from falling leaves and dry fields. The summer school presented a challenge.

A challenge that said, "Can you emerge, are you the master of your fate, can

you rise above obstacles and take your place in a changing world?" The valley
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is ready to accept the challenge, the people of the valley are asking ques-

tions, the children are asking questions. To some residents it was no more

than a group of people getting together to talk after the pupils went home.

To some of the town people it posed a problem seeing a Negro man shopping

with young caucasian high school girls, seeing a group of people of all

racial backgrounds studying, eating, talking and laughing together. To the

mothers a new concept of learning and discipline, but with all of this the

valley accepted the challenge.

The challenge, can we be human in the kind of world we live in? It has

been said by one educator, "Education is teaching people to be human." All

the skills, all the experiences, all the know how can not help meet the chal-

lenge if we are closed to change and if we do not have love and compassion

for our fellowman. Something has been lost in our quest for high places, we

are out of touch with a togetherness. It isn't what a man has, but what haq

he to offer his fellowman.

The challenge, all because someone refused a summer school.

The challenge is great with it is responsibilities, but the valley ac-

cepts.

How do I know the valley accepts. Because I am the housewife whose ex-

periences are varied and many. Whose respect for law, order and discipline

has come from the past. There is a challenge, a challenge to the valley.

We accept!
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STAFF SELECTION

The Administrative .:taff.

The administrative staff consisted of the Project Director, the Project

Administrator, and the Resident Principal. The project director, as Director

of University of California Extension, for the Riverside-San Bernardino areas,

had a long standing interest in adult education, and particularly of teachers.

The project administrator, who was resident principal of a local elementary

school, had expressed an interest in trying new ideas in a total school, and

had taken university extension courses in human relations and group processes.

The resident principal had been in a class taught by the project director, a

and was vice-principal of the project school. She had taught at the project

school for nine years and brought a wealth of knowledge about the community,

the families and the children who would be attending the summer school. The con-

..;uatant of the change and development team had worked with the project direct-

or in form lating the project and was active in promoting and maintaining the

goals of the project. He was frequently turned to by members of the project

as a reference.

The Secretarial Staff.

No secretarial staff could be found in the community. Due to the urgency

of getting the project underway, one secretary who was currently a housewife

looking for employment for the summer was hired. She recruited a neighbor who

was also a housewife. A third was hired, who had just graduated fr.411 high

school ale came from an economically disadvantaged neighborhood in Riverside.

The secretaries participated in the weekend sensitivity training session

and most of the daily staff seminars. They performed a variety of services
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including assistance with instructional materials, scheduling and contacts

with visitors, parents and children.

The Change and Development Team.

A four member "change and development team" composed, of two recently

paroled ex-felons, a graduate student and a consultant, developed under a

project funded by the National Institute of Mental Health, were furnished

the project as a field placement for the team. The two ex-felm members had

resided in a therapeutic community treatment unit in an institution in the

California Department of Corrections, and had just completed a four months

training course in research methods and group interaction. The graduate stu-

dent had graduated from the Riverside campus of the University of California,

had spent a year working in a therapeutic community project in a mental hospi-

tal in Oregon under Dr. Maxwell Jones and had been a teaching assistant in

university extension courses. The consultant had taught university extension

courses for teachers in the area for a number of years, had had wide exper-

iences in therapeutic community treatment units in mental hospitals and cor-

rectional institutions.

The change and development team arrived May 1st and assisted the adminis-

trative staff in getting the project underway at the project site.

TEACHING STAFF

Certified Teachers.

The eight certified teachers were chosen from 48 applicants, interviewed
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the first week in May. Two were from the project school*; the remainder were

mainIcr r,artertrIc lerwv.In 4-1,^rya. *ova 4.4 4.../ Iry a a t.41 WC FL CIA.1111.1.11.1.0 11.4.'011AJ1. 3 010 .pG.L0V1, 10 Who wanted an

opportunity to try some new approaches to elementary education. Some had heard

about the project through others. Interviewing was accomplished by "teams" of

two members of the project administration, following an orientation for all

the applicants. Criteria used in the interview consisted of estimations of the

candidates flexibility, willingness and enthusiasm to try new approaches, dis-

satisfaction with present education methods, concern for economically disad-

vantaged persons, and some degree of self-awareness. The administrators met

as a group and made the final decisions with some consideration being given to

experience and suitability of each teacher for the various age levels of the

children. All applicants appeared to be a superior group in general and it

was not easy to arrive at the final selections. Three of the teachers selected

were men; one teacher was Negro, one was Mexican-American; six were Caucasian.

Assistant Teachers.

As the project was primarily to demonstrate the role of non-professionals

in the educational system, we hoped to find opportunities for a number of per-

sons with differing educational, social and cultural backgrounds to find mean-

ingful roles for themselves working with young children. We wanted as many of

the non-professionals to come from the area as possible, both to link the pro-

ject with the community, and to provide employment for persons in the neighbor-

hood who were in need of it. We also felt that some interests and viewpoints

*In agreeing to accept the project, the school district specified that "...
not less than two members of the project staff be appointed from the Val Verde
faculty. One of the above members would serve in an administrative capacity,
sharing administrative decisions with your project director."
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from outside the community would be helpful in the interaction which might re-

suit.

the College Students. Six of the eight college students who were selected

for the projec' ;, had had prior knowledge of the project and in fact had contri-

buted ideas to the formulation of the proposal. Two were graduate students;

four had just graduated from college and were currently accepted in graduate

school; two were high school graduates who had been accepted at colleges.

Seven had been teaching assistants in a number of university extension courses

primarily for certified teachers, taught by the director of the change and de-

velopment team, had visited elementary classrooms, and were excited and enthus-

iastic about the summer project. The seventh was a graduate student who had

been trained as a "program development assistant" by the NIMH grant which furn-

ished the change and development team, and the eighth (the only female college

student) was from the neighborhood. All the college students lived with fam-

ilies in the nieghborhood and took their meals with them.

TABLE 1

EDUCATIONAL STATUS, COLLEGE STUDENT
ASSISTANT TEACHERS

4 University of California Students
1 Santa Barbara graduate; San Francisco State College graduate student
2 Riverside graduates; Rutgers graduate students
1 Riverside graduate; Riverside graduate student

1 University of Chicago graduate; San Francisco State College graduate student
1 Riverside City College student

1 High School graduate, enrolled at Rice Institute
1 High School graduate, enrolled at Sam Bernardino Valley Junior College

High School Students. The resident principal, who was vice principal of
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the project school during the regular school year and had been teaching at the

school for nine years, contacted the local high school for volunteers. She met

with those interested to talk about the program, and interviews were arranged

for those still interested. Twenty-four were interviewed by the administrative

staff and seven were hired. Due to the large number of men among the college

student group, some preference was given for women to equalize the sexes on the

teaching teams. Most of the high school students selected liked school and

were doing reasonably well in it. A few planned to continue on to college but

were in need of financial assistance. Six were seniors who graduated just

prior to the beginning of the project. The interview included an estimate of

the overall intellectual, social and emotional maturity of the candidates; a

desire to do something exciting, financial need, and an interest and liking

for children. The eighth student was from an eastern city and had had a rather

unique experience being raised in a home for treating juvenile delinquents

where his father was superintendent. He had had a wealth of experiences with

disadvantaged youth and knew group meetings well which was considered a unique

experience for the project.

School Drop Outs. Not originally anticipated, the drop-outs were the most

difficult to find. The high school drop out rate at the local high school had

been almost non-existant for the past year or two, and those who did drop out

usually left the community to find work, to enlist in the armed forces, or were

incarcerated in correctional institutions. One of the parolees on the research

staff interviewed four adolescents who were in jail and juvenile hall. Adminis-

trative arrangements were made for those selected who were incarcerated to be

put on probation (one had to return to confirament each weekend during the pro-
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ject). Three girls were located from the area, and the eighth, also female,

was from a nearby community, from a broken home, had lost interest in school

in her last year and dropped out. All the drop-outs had left school within

the past two years. There was no further selection criteria, as no other

drop-outs could be located in the area.

TABLE 2
STAFF SOCIAL CHARACTERISTIC

Position
Sex

Administration 3 Female 29 58.0Secretarial 3 Male 21 42.0
100.0Certified Teachers 8

Assistant Teachers 32
Research and

Ethnic Origin
Development 4

50 Caucasoid 28 56.0
Negroid 14 28.0
Mexican-

American 7 14.0Age Oriental 1 2.0
50 100.0Adolescents (16 to 21)

Young Adults (22 to 25)
Adults (26 to 40)
Older Adults (41 to 62)

40.0
20.0
24.0
16.0
100.0

Residence in Community

Administration
Certified Teachers
Assistant Teachers
Research and Development

Resident Non-Resident
0 6
0 8*

22 10
0 4

22 2T3E*

*Two of certified teachers
but resided in

were faculty members of the project scho91,
a nearby community.

**12 of this total resided in the community, boarding and rooming withfamilies for the duration of the project.
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The Housewives (Parent rouiG). The Resident Principal of the project

knew the community well and contacted a number of prospective housewives

whom she thought might be interested and who would be suitable for the pro-

ject. Most of them had been residents in the community for a number of

years and were known, by various segments of it. Two had grandchildren and

the remainder had young children who attended the school. When seven of

the eight had been hired, it was learned that there was a father in the

community who was looking for work, and who had several children attending

the school. He was interviewed and seemed especially interested in the

prospects of working in the project. While originally planned to see the

efforts of mothers working with children, it was decided that having a

father would be. in keeping with the intent.

The question was raised as to the effects of a parent working in a

school where his or her own children would be attending. Further, the

question was raised as to the possibility of having one's own child in the

same classroom as the parent, since the non-professionasl were to be as-

signed to the classrooms on a random basis. And further, what would be

the effects if a child was assigned to his own parent in a small group.

The latter" did not appen, but the other possibilities became realities.

Mere were no ill effects as some predicted might occur. The children in

sane instances were very proud of their parent being a "teacher" and saw

them in a new light. The matter of home standards coming into the classroom

of a parent whose child was in the project was the subject of one total

staff seminar, but interestingly, the question was raised by another staff

member and not the children.
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Nearly one half (44.0%) of the total staff was recruited from the com-

munity selected as the project site, and an additional 24% of the staff resid-

ed in the area for the summer. Over two-thirds (68.0%) of the staff lived in

the community for the duration of the project. Slightly over one-half (56.0%)

of the total staff were caucasoid, over one - fourth (28.0%) of negroid origin

and 14.0% Mexican-American.

Education varied from less than ninth grade, to over one-third (36.0%)

being college graduates. It was predominantly a youthful staff; almost two-

thirds being under age 25.
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In the education of children, Rousseau is said to have remarked that we

have to learn how to lose time in order to gain it. Training for the staff was

seen as important as for the children. Each member of the staff brought a

wealth of experience and ideas to the project. The primary goal in training

was to recognize and develop this rich potential of each member of the staff.

Second, through involvement of the total staff, could we develop a general and

broad operating policy and some procedures which would become flexible guide-

lines for the operation of the project? Third, again through early involvement,

could we develop commitments to the project?

We realized that due to the exploratory nature of the project, and lack of

traditional "givens", there would be a good deal of frustration among the staff

developing during the project and that crisis situations would frequently arise

which would become reference points for the project. How a crisis situation is

handled is often the true measure of attitudes, values and policies.

The backgrounds of the staff were considerably diversified. The most ob-

vious differences were in the range of ages of the staff members. Nearly two-

thirds of the staff were under 25 and one member was a grandmother over 60.

One-third of tlw staff (some of the youngest and the oldest members) were not

positively identified or recently with formal education. The drop-outs had

identifications elsewhere, and the parents' identifications with school were not

recent. What could the drop outs tell us about the education process? They

were bright, alert and full of energy. The parents had raised scores of child-

ren in a variety of settings. They had "educated" a vast number of children

under situations demanding considerable imagination and restraint. What unique-
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nesses could they bring to the project?

The college students were young, enthusiastic, rebellious and abounded with

noble ideas to bring about extensive and rapid social change. One, for example,

had spent the previous summer as a "freedom rider" in Mississippi, and several

were highly involved in various student and civil rights movements-. The high

school students were also young and impressionable, not committed to many of

the ideas and values of the older staff members.

The certified teachers brought a wealth of experience in education and at

the same time an abundance of tradition based more on practice than on self in-

quiry or exploration. Most voided their discontent with traditional educational

practices and wanted opportunities to try new approaches.

Less obvious were the attitudes and values which each member brought to the

project. Some had lived a lifetime of physical and emotional hardship and had

known little peace. Again, it was during crisis situations that these less ob-

servable factors emerged. Means were needed to turn them into learning situations

for the project, rather than "problems."

Overall, it could be said that one of the fundamental aims of the training

and development of the staff, was to bring out the resources that were present

and conceptualize them into some new frames of reference, or as Empey has put

it, to devise some new "spectacles" to view human relationships. (1) This

belief was seen in sharp contrast to many other staff training programs which

are oriented toward passive acceptance of principles and procedures from train-

ers.

Training and development of.the staff.then, was considered to be one of

the most important aspects of the project. If the project was to explore new

approaches to education and not merely offer more of the same* methods with a
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higher adult-child 'atio than the regular school year.

Training was begun six weeks before the arrival of the children and was

accomplished in two general phases.

I. Pre-project training and orientati-4'

1. Five weekly evening orientation meetings of
"like groups", i.e., teachers meeting together,
housewives, etc.

2. Weekend "sensitivity training" session for total
staff.

3. Five day workshop prior to arrival of children.

II. Project operation

1. Daily "teaching team" meetings for six weeks.

2. Daily total staff seminar for seven weeks.

Pre-training: Weekly "like- group" Meetings.

Due to the diversity of the program and the heterogeneity of the total

staff, a number of considerations regarding training were implemented. Init-

ially it was felt that the ious groups of the teaching staff would identify

with each other and that there could be some strength given if this were max-

imized. Housewives, for example, presumably would feel closer to each other

at first, than with the certified teachers or college students. Each group

(called "like groups") met three hours for one evening per week at the school

for the six weeks preceding the summer school. One member of the administra-

tive staff or change and development team staff acted as a discussion leader

and another would usually attend as an observer, giving feedback to the group

as to how he or she saw them functioning as a group at the end. At the close

of each meeting, the staff members in training would fill out a questionnaire

evaluating the meeting and would make some predictions and suggestions about
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the project and future meetings. The results were useful to the staff in

planning future meetings and in evaluating the usefulness of the training

meetings.

The training sessions dealt largely with airing the staff's feelings

about the project, specifically their ideas about their roles, acquainting

them with details of the project, and familiarizing them with some basic con-

cepts to be tried, such as cross-age teaching, discussion groups in the class-

room, and involvement of the children in planning the school day. It was

hoped that the certified teachers could form a cohesive group and use this as

a resource in the project for mutual stimulation, coping with their own anx-

ieties over their changing role and to evolve a classroom working philosophy

as well as develop some skills in working with the assistant teachers.

A considerable amount of relevant materia] was mimeographed for the train-

ing sessions and this was discussed in the meetings. Getting to know one an-

other and learning about interpersonal relations by experiencing them in a

small group setting, was considered another important aspect of the early

trainipg. It was expected that in the small group meetings, a non-judgemental,

critical, and more creative approach to problem solving could be brought about.

Use of free discussion, role playing, with alternative solutions to current

problems also role played, discussion of reading materials and involvement in

planning the summer school, were the major means of early staff training.

The change and development team and the assistant teachers also began

to observe the classrooms in the project school to familiarize themselves

with some of the children with whom they would be working, and to get ac-

quainted with classroom settings. Some also visited other schools for com-

parison, such as the one of wnich the project administrator was principal.

-33-



STAFF ORIENTATION AND TRAINING

This school was an excellent contrast, as many of the children came from

rather priviledged homes and there were no members of minority groups in

attendance.

Two crises occured in the early training which had a marked effect on

the project. The trainer working with the college group recommended that

two of the college students selected, not be hired for the summer and that

some of the local college students be hired for the summer to replace them.

This upset the college group a good deal and for some, they seemed to get

more involved in observing the classrooms. The recommendation was not ap-

proved, and the two college students concerned were left with mixed feelings

about their status, and especially their relationship with the trainer, as

they had known and admired him for several months.

The other crisis occurred among the drop out group, when in their second

meeting, they had the problem of what to do when one of their group had been

arrested and returned to jail. They concluded that they ought to go and try

to get him out, and with prior arrangements of the project director, they

were able to meet him when he was released from custody, but he had to be re-

turned to confinement for weekends during the summer. This contributed to an

"action" orientation to their group which lasted throughout the project.

At the end of the first training session, there was evidence that the

teachers saw their roles differently than the assistant teachers) especially

with respect to the amount of direct contact they would have with the child-

ren. Figure 1 indicates that the teachers saw themselves as spending 9% of

their time with the children and the assistant teachers varied as a group

from 35% to 45%. Also, the teachers saw themselves as spending the most time

of any group with the administration, the college students the least, and the

- 34 -
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parent group as more than the high school students. The high school and col-

lege students saw their groups spending more time with the research staff,

but this may have been due to their groups having a research team member as

a like-group trainer. The parents saw themselves as spending more time with

the teachers than the other groups and the teachers saw themselves spending

only approximately half as much time with their like-group (i.e., other teach-

ers) as did any of the assistant teacher groups.

"Like-group" Process Problems.

As the groups began to become better acquainted, problems naturally arose

in the meetings, which prevented the group from getting on with it's task,

Which in many instances seemed to be defined as learning more about classroom

instruction. At the end of the second training session, each "like-group"

was asked to estimate the percent of time each member felt his group had spent

on (a) getting the job done, (b) coping with group problems, and (c) getting

off the track. Figure 2 depicts the averages of the perceptions of the five

"like-groups" in training. There is wide variation noted, the parents group

feeling that two-thirds of their time was spent getting the job done to the

drop outs feeling that less than one-fifth of their time was spent on how to

get their member out of confinement, which was defined by many of them as "get-

ting the job done."

As the training sessions progressed, there were also shifts in the ways

the group members saw process problems. The teachers, for example, increasing-

ly saw themselves as coping with problems within their group, until at the

seventh meeting, they averaged over half their time (53.6%) coping with prob-

lem in their group. (See table 3 ) The parents and the high school students

felt they spent more time at their task, and less time getting off the track,

-35-
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but had fluctuations in coping with group process problems. Interestingly

the trainer for the parents group, and the project administrator visiting

one session, both rated the task orientation higher than the averages for

the parents. (See table 3 )

TABLE 3

ESTIMATED PER CENT OF DISTRIBUTION OF TIME SPENT
IN PRE-PROJECT TRAINING SESSIONS

(Teachers)

Total
Meeting Number 2 3 4 5 7 Averages

Getting the job done 24.4 82.0 55.1 30.0 30.7 47.5
Getting off the track 32.3 3.0 7.1 13.3 15.7 14.5
Coping with group problems 33.3 15.0 37.8 56.7 53.6 38.0

(Parents)

Total
Meeting Number 2 3 4 5 Averages

Getting the job done 67.9 (90)* 64.0 (75)** 78.0 65.9 65.9
Getting off the track 19.0 (5) 12.7 (15) 8.0 16.6 14.5
Coping with group problems 13.1 (5) 23.3 (10) 14.0 17.5 19.6

*Observers estimate (group leader, Mrs. Greene)
**Observers estimate (project administrator, Mrs. Dole)

(High School Students)

Total
Meeting Number 2 3 4 5 Averages

Getting the job done 17.9 34.3 54.5 78.3 46.2
Getting off the track 60.8 16.2 9.5 7.7 23.6
Coping with group problems 21.3 49.5 36.0 14.0 30.2

Predictions.

Each of the members of the staff were asked to fill out a questionnaire

early in the pre-training sessions to learn more of their early pre-conceptions

-36-
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of their role in the reaching teams and in the classroom. This information

was useful to the training staff to help them assist the others in working

through their concerns of the project and their role. The responses from the

parent group are presented as an illustration. Table 4 is the classifica-

tion scheme used to categorize responses to certain items on the question-

naire.

TABLE 4

WHAT DO YOU EXPECT TO HAPPEN WHEN YOU OBSERVE
YOUR FIRST CLASS?

(Parents Group)

Area
Teaching-learning process

Human relations (personal feelings)
(interactions with
the children)

4

6

1

Types of Interaction
Between project and children 1

Between assistant teachers and children 4

Own internal feelings as a result of
interactions with others, but others
not specified 4

Responses were categorized into areas of concern, type of interaction and

between whom the interaction would occur.

Concern was expressed in getting acquainted with the children, learning

more about expectations of the program, and about their roles and relation-

ships with the children. Second, anxieties about their own inadequacies in

their roles, especially in contacts with the children. These were expressed
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in statements like, "Remembering to make a good impression on the children,"

and "I expect to feel very upset and astonished," and "A few mistakes, a lit-

tle excited and nervous."

Following the first training session, the parent group was asked to make

some predictions about the next weekly training session. This data might give

some clues as to how they saw the staff of the project assisting them in de-

fining their role and in preparing for it.

TABLE 5

WHAT ARE YOUR EXPECTATIONS ABOUT
THE NEXT (training) MEETING?

(Parent Group)

Area
Projec= general 7

Teaching-learning process 1

Types of Interaction
Among the parent group 5

Most concern was expressed about the project itself, what were the goals

and how did the parent group of assistant teachers fit into it? Expectations

included statements such as, "Expect to learn more of what we'll be doing,"

"More and better ideas," "The program," "Concrete search into subject needs

of the children," etc.

Interaction among staff centered entirely about the parent teacher group

itself - getting acquainted with each other. Statements such as "Get to know

each other better," "Learn more about...personalities of my fellow workers,"

etc., were typical.

- 38 -
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What three problems will happen when you begin working with other assistant

teachers?

As the questicn did not specify whether information was sought concerning

other parent assistant teachers, or the assistant teachers in other groups,

the responses to this question could be interpreted either way, and types of

interaction are not easily discernable.

TABLE 6

ANTICIPATED PROBLEMS WITH OTHER ASSISTANT TEACHERS

(Parent Group)

Area
Project in general 2

Teaching- learning process 5

Human relations (among staff) 6

(with the children) 2

(own feelings and anxieties) 5

Type of Interaction
Between asatant teachers 2

Between assistant teachers and the children 3

Example of concern with the project generally, in relation to working

with other assistant teachers, the parent group gave statements such as "Keep-

ing of schedules" and "Assignments"; in the area of the teaching-learning pro-

cess, "Agreeing on methods," "Conflict of ideas," "Different techniques of

teaching," etc. In the area of human relations, they listed, "Understanding

one another," "Personality differences," "Failure to understand," "Competition,"

etc. Types of interaction included, "Attention of the children," "Questions

from children," "Possible impatience with younger people's ideas," etc.

- 39 -
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What do you think will be your biggest problem that you will have to work with

(this is in reference to the children)?

We were interested in, finding out what predictions the parent group had

concerning contact with the children In their role as an assistant teadher.

TABLE 7

ANTICIPATED PROBLEMS WITH CHILDREN

(Parent Group)

Area
The project IE-i-eneral 5

Human relations (with the children) 4

(personal anxiety) 3

"No problems"* 1

*Respondent was one of the school bus drivers
and relieved the kindergarten teacher daily, thus
had daily contact with many of the children who
would be in the project.

Outside Work,

The parent group seemed to be interested in the outside reading assigned

each week. They took notes and brought in questions for clarification and

discussion in their weekly meeting.
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FIGURE 1

Second Training Session (5-14-65)
Average Estimated Per Cent of Time Expended During Meeting
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FIGURE 2

Distribution of Time Estimated by Staff*
(Question: What Per Cent of time will you spend with the following?)

(Estimated at First Training Session)
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WEEKEND WORKSHOP AND SENSITIVITY TRAINING

by

Betty Berzon and Toni Volcani

Western Behavioral Sciences Institute

La Jolla, California

The Val Verde School was in Perris, California, a small community in a

rural area sometimes called "the Appalachia of the West," whose population

included a number of Mexican-and Japanese Americans and Negroes.

The Program

Communication was "of the essence," for it was envisioned that differ-

ences in values and goals, arising from differing ethnic, economic, and soc-

ial backgrounds within the teaching teams, and between teachers and pupils,

would offer serious barriers to communication and hence to the educational

process.

To help clarify conflicting values and expectations, to help formulate

problems and goals, and to provide the research skills needed to design and

evaluate the program, a "Change and Development Team" was brought in as an

essential component of the Project. One of numerous similar teams being

trained under the New Careers Development Program (sponsored by the NIMH),

the Val Verde Project "C C D" team was headed by Dennie L. Briggs, a socio-

logist, and included three researchers--a graduate student in the behavioral

sciences, and two parolees from a California correctional institution.

Since free-flowing, open communication war' an essential element in the
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program, the core experience for all participants would be daily, unstructured

meetings for (a) each teaching team, (b) each class, and (c) the entire staff,

at which all Project problems--including interpersonal relations--would be dis-

cussed. To orient the Project-staff to this sort of group interaction, Jim

Hartley and Dennie Briggs asked the Western Behavioral Sciences Institute to

conduct a Human Relations Training Workshop as the culmination of the first

phase of the Project.

The purposes of the Workshop were: to enable the staff to assess in pro-

gress, and to formulate common goals through the medium of the human relations

training experience; to break down the barriers of social, educational, and

age differences and establish the trust and mutual understanding essential to

real communication; and to introduce staff members to the "unstructured group

meeting," which would be at the heart of the Project's functioning.

THE WORKSHOP

Under a variety of names (Human Relations Training, Sensitivity Training,

Basic Encounter), workshops of the sort undertaken by the UCR-Val Verde Pro-

ject are widely used in industrial, governmental, and community organizations

as a means of enabling people who are working together to better understand

themselves and each other, and to better deal with the interpersonal problems

that often prevent free and open communication. Through the help of a profes-

sionally-trained group leader or "facilitator," the Human Relations Training

group offers its members the opportunity to see themselves as others see them;

to discover that their feelings, perplexities, insecurities, are shared by

others; and through this experience, to develop mutual feelings of warmth and

support.
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It is difficult even for persons from similar milieus to drop their de-

fenses and establish real relationships with each other in the course of a

single weekend No one could be blamed, then, for wondering whether strangers

so diverse as to background, values, and experience, as those represented in

the Val Verde Project staff, could establish trust and confidence in each

other in so short a time.

For when all forty-five members of the Project gathered together on Fri-

day evening, June 18th, most of them were in fact strangers. During the first

three months of the Project, staff members had been individually involved in

various aspects of the planning and preparation, particularly in selecting

and training the non-professional members of the teaching teams. But team-

members had not yet met each other, nor had they met the Project's administra-

tive staff. When, for the first time, the entire Project staff encountered

each other, they were awkward, cautious, and suspicious--not only of each

other, but of what the weekend might hold.

The Workshop was held at an ocean front motel in Carlsbad, a small town

about 100 miles west of Perris. The Workshop format was as follows:

Project-members were divided into five groups of ten persons each.

Three of the groups were led by professional group-leaders from the staff of

the Western Behavioral Sciences Institute--Betty Berzon, Ann Dreyfuss, and

Gordon Tappan; Jim Hartley and Dennie Briggs each led another. Groups were

composed of two teaching teams, or of one team plus a member of the "C & DM

team and one or more of the administrative-staff personnel. All group ses-

sions were tape-recorded; in addition, two observers from the Institute sat

in on sessions in various groups. At the end of each session, group members

were asked to fill out a simple questionnaire (a "Critical Incident" form)
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telling what event in the session had been most important to him personally,

what other person or persons had been involved, and why the incident was im-

portant.

Five small-group sessions, of two hours' duration each, were held in all,

beginning on Friday evening at 7:30; there were three sessions on Saturday,

and a final session on Sunday morning before lunch, after which the Workshop

ended. One general session for the entire Project-staff was held on Saturday.

To convey some idea of what the Workshop was like for its participants,

we will first describe one group in some detail; then briefly describe the

atmosphere in the various groups as the sessions progressed; and finally, by

their post-session "Critical Incident" comments, show some of the ways in

which participants felt they had benefitted.

A ar2.212.

The certificated teacher was about 45 years old, who exuded an air of

authority which at first intimidated, and then irritated, the others. As they

tried to come to grips with this difficulty, he discarded his pontifical man-

ner completely and became almost like a little boy. But the group refused to

accept him in this role either; since he was the professional teacher on his

team, the others would have to rely on his knowledge, and he would have to ac-

cept and use wisely the authority his position conferred on him. It was clear,

too, that he did possess innate authority as a person, and that the others want-

ed to be free to turn to him and depend on him if they needed. By the end of

the Workshop, the group had helped him reassume his authority in a more secure

and genuine way with which they could all feel comfortable.

The housewife was a Negro woman of about 65--heavy-set, wearing glasses,



WEEKEND WORKSHOP AND SENSITIVITY TRAINING
Betty Berzon
Toni Volcani

the very grandmotherly wife of the minister of a_ small Baptist church. Her

manner was extremely--cloyingly--sweet. As the first session got under way,

she was the fixer-upper, smoother-over, hear-see-speak no evil, whose rule in

life appeared to be, "always look on the bright side." The group found it im-

possible to deal with this attitude, and soon simply ignored her silver-lining

remarks to such an extent that at times the was not only figurately, but lit-

erally and physically sitting outside the group.

In the early sessions, the younger members of the group were completely

unable to communicate with her or to relate to her, finding her blandness a

brick wall, a seeing in her too much of the "parent". But in later sessions,

this group did a great deal of role-playing, and in the course of playing out

the solutions to envisaged problems, they found that she had something they

lacked--a lifetime of experience in a variety of difficult situations. When

the younger people were completely stymied by a problem-situation they had set

up, time after time she stepped in with a sure, authoritative, and "right"

response or solution. By the end of the weekend, the housewife, now called

by her first name, had become in some ways the most important member of the

group, for everyone had come to recognize that under the Pollyanna facade of

the minister's wife lay a Zeal ability to deal with situations which left the

others bewildered and helpless.

The college student was a very bright 19-year-old MexicanAmerican. She

had no trace of accent and is probably third generation American. She was

very wide-eyed and eager, in the group, but very sure of her superior know-

ledge, and this irritated some of the others. When they let her know this,

she confessed that she was quite apprehensive about her role in the team, and

about the problems she was sure they would all face during the summer. By
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the fourth session, she had dropped her superior airs completely. She express-

ed the reassurance she had gained from the developing cohesiveness of the group,

and the comfort she felt in discovering that "no one was left out" and that

"the problems I know I will find difficult" could be more or less solved

through pooling the resources of the total group.

The high school student was an unusually attractive 16-year-old Negro,

gentle, but poised and confident. Very well-liked at school--she was presi-

dent of the student body--she presented no problems to the group. But the

housewife was a real problem for the high school student; they soon came to

grips over the conflict between the traditionally-minded older generation and

the freedom- seeking young. And although she was the youngest in the group,

she was able to confront the housewife more powerfully than could any of the

others, and to voice some of the group's need to get past her sweetness-and-

light facade.

The housewife found the frank discussion of racial problems extremely

helpful; as she said, "this kind of discussion showed me just exactly where I

stood with the others in my group, and in this project."

The high school dropout, was a Negro youth of 20 or 21, evidently from

a culturally-deprived background. She is married, but only sporadically em-

ployed, and seemed almost entirely lacking in self-confidence, full of anxiety

and apprehension. When she finally found courage enough to speak up, she ex-

pressed deep concern over her ability to control a class, and talked at length

about prejudice and the problems it presented to her. The role-playing ses-

sions were very helpful to the drop out, and increased her self-confidence to

a remarkable degree, since here she was dealing with the concrete rather than
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with the abstract, and could function very effectively.

Claudette Wren, about 23, is a secretary on the Project's administrative

staff. She is an extremely quiet person, and took little part in the group's

discussions. She had little impact on the group as a whole, but it wasevi-

dent that she was much involved in everything that went on, and seemed to feel

herself very much a part of the group.

Scott Sherman, a member of the "Change and Development" Team, is a 23-

year -old graduate student. Though he was an active participant, the others

felt that he "hid behind his research role," and were unable to get through

to him. Since he presented no real problem to the others, they accepted him

as he was, tended to ignore his intellectualizing, and devoted their energies

to working out their relations with the problem members.

Nell Greene, in her late thirties, is the Principal of the Val Verde

School. Though she is very quiet, her rare contributions showed her to be

very observant of, and sensitive to, the nuances of individual and group re-

actions. The others found her understanding most valuable, and as one of the

younger members said, they felt her to be "really with it."

The Sessions.

The first session is usually difficult; participants "don't know what

we're supposed to be doing here, anyway," and are stymied by the lack of

structure. This was particularly evident in Dennie's group. The atmosphere

was exceedingly uncomfortable. Dennie sat quietly, relaxed, unmoving. The

others were silent, watchful, and tense. Nevertheless, no one tried to fill

the uncomfortable silence with small talk.

Gordon Tappan's group had made a start by discussing the administration
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of the project to date. Misunderstandings which hadn't been cleared up were

beginning to come out into the open, and group-members were trying to use the

attitudes thus revealed as a means of discovering themselves and each other.

A teacher, wrote afterwards, "It was a shocker to come to grips with myself as

others see me."

Jim's group was well off the ground, thanks to a young, very articulate

Negro boy. A high school dropout, he was taking on the whole group. He had

decided that the Project was really designed to hoodwink him and the other

drop outs into going back to school, and that the program was some sort of

"soothing syrup" being spooned out by "the government." The others were re-

acting very strongly to this, and he seemed to enjoy thoroughly being the

center of attention.

In one group, a very frank discussion of racial problems was under way.

The two young Negroes, were talking about the loneliness and isolation of the

educated Negro--resented by many of his own race, yet rejected by the whites,

and "with no place to go."

In Betty Berzon's group, the professional teacher, had tried to solve

the problem of "what we're supposed to lo" by keeping the interaction on an

intellectual plan, since "feelings would just disrupt things." The rest of

the group refused to go along with this, and after trying to get past her de-

fenses, freely expressed their frustration.

* * * * * *

After this first Friday night session, one of the high school students

invited the younger people to a party in her room; one of the boys had brought

a phonograph and records, and soon they were all dancing and laughing together.
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But this was angrily stopped by the motel-manager's wife, and as the youngsters

dispersed to their rooms, she took several of the white girls aside and scolded

them, for not kncwing better than "to mix with the kind of people you're mixing

with." It was quite clear, the girls thought, that her anger was directed at

the racial intermingling, rather than at the party-noise.

This incident proved most valuable for discussion at the general staff

meeting the next morning. It graphically showed the necessity for self-discip-

line; and it enabled the participants to confront together the attitudes toward

racial intermingling that would obviously be important to the Project's rela-

tions with the public. At some point during this meeting, the feeling of "be-

ing all in it together," began to develop; the consequences for the group of

individual actions were plainly demonstrated and concept of interdependence

became very concrete and meaningful.

Sessions Two and Three.

In these sessions, groups were beginning to come to grips with the pro-

blems that had been opened up on Friday night, particularly with respect to

members whose defenses were clearly apparent and frustrating to the group.

In Dennie's group, for example, one housewife had been taking notes and

the certified teacher, who was Negro, had objected. This led the group to an

exploration of the meaning of the group experience. The certified teacher was

much moved. "This is my people," she said. "I have no husband, no children

...the casket is closed and I am reborn."

At a later point in this group, a high school student, began talking of

things that had happened two years ago, but a certified teacher told her that

she was bringing in the past and not noticing what was going on in the present.
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She began to cry. "No one was ever so blunt. ...But I guess now I can stop

living in the past and start living in the present."

In another group, an intellectualizing teacher, had upset the rest of the

group on Friday night by insisting that she didn't personally care about any

of the others, "because I don't know you, so how can I?" Now, in the second

session, the group was focusing on her, trying to get her to admit that her un-

caring attitude was phoney; they very much wanted her to apologize and take it

But she was adament. Finally, one of the older women, a housewife, lit

into the group with real feeling for being cruel to the certified teacher. In

responding to her, the group was able to make it very clear that they were

really hurt by her uncaring attitude.

Dennie's group was having trouble in the third session. A teacher, had

been talking about the teacher's role in the classroom, particularly about the

problem of control over the children versus freedom. Suddenly, Ken, one of the

parolees, who had seldom said anything, asked forcefully, "Is this what you're

doing in this group--controlling it?" This was ignored; two of the girls

started a dialogue with each other which didn't seem to get anywhere. The

rest of the group was heavy and bored. The group-leader turned to Ken and

asked, "What do you think is going on here? Why is the group stuck and not mov-

ing?" And Ken answered, "the certified teacher is playing a big game with the

whole group."

This had considerable effect on the group; their assent indicated that they

had sensed something of the sort, had been uncomfortable about the certified

teacher but couldn't put their fingers on the reason. This insight established

Ken as a significant member of the group, but he seemed to be depressed and up-

set with the way the group was moving. Everyone tried to get him to say what
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was wrong, anc: the drop out voiced the feelings of the others when she said

how concerned she was about one members's depression, because "you're a member

of this group and I care about how you feel."

Sessions Four and Five.

By Saturday evening, Session Four, there was deep involvement in almost

all of the groups. In Dennie's group, which had sat watchful, silent, and

suspicious at the start of the first session, a very potent interpersonal pro-

blem was being threshed out between the Negro school teacher, and the house-

wife. The certified teacher had brought an unpleasant facet of the housewife

character into the open, and the housewife was burningly resentful. As the

group tried to help the two work this out, it became clear that the housewife

recognized the truth of what the certified teacher had said, but couldn't ac-

cept the fact that she had said it. The housewife had reported the most sign-

ificant event in Session Two had been being "frightened to think of what a

teacher felt about me." By Session Five she had come to realize that others

were aware of certain aspects of herself which she had hoped were concealed,

but that they accepted her, faults and all.

A certified teacher, whose determination not to reveal her feelings had

giver Betty's group so much difficulty IlLa, by the fourth session, dropped he]

pretence that she didn't care. As she wrote, after this session, "I realize

that there are a lot of deepseated sensitivity spots within me--places where

need help and change. ...I wish I had the guts to verbalize to the group how

real and hoest these ideas are to me (i.e., her problems). As the day pro-

gressed I constantly fortified them."

And in the fifth session in this group, where many two-person conflicts
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had been actively dealt with, the group - members seemed to be really trying to

find out who they really were. Mother housewife, had not found any incident

in the previous sessions important enough to report on the Critical Incident

form, but at the end of this final session she wrote, "I have been shocked,

disturbed, concerned about the trend of discussion. This may be what I needed,

rather than the comfortable niceties."

By now, too, there seemed to be almost no difference between the Negroes

and the whites, or between the educated Negroes and the Negro drop outs. In-

deed, one of the drop outs who had been the quietest member of his group, had

established himself firmly and dramatically as a person of quiet conviction who

felt himself a valued member of the group. When I say something," he said, "I

want it to stick; I don't say anything for foolishness."

In each group, certain characteristic qualities had been spotlighted and

attacked: the professionalism of the teachers, the stern morality and over-

protectiveness of the housewives, the defensive arrogance of the drop outs, the

intellectualism of the college students, the brashness of the high school stu-.

dents, the set-apartness of the staff. And the prejudice, of course, was one

of the earliest- -and in some ways the easiest -- problem in every gro'ip.

By the fifth and cession a strong sense of kinship had not only grown

up among the members of each group, but seemed to have spread across group

boundaries and diffused through the Project.

Individual Perceptions.

To see how barriers were broken, and how individuals changed their feel-

ings about themselves and each other, perhaps the best way is to follow sever-

al participants through the sessions by means of their post-session "Critical
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Incident" reports; here we include only the description of "Why this was im-

portant." Numbers in the margin indicate the session-number.

A college student:

1. I suddenly realized the great diversity of our group and the difficulties

of really understanding each other. The variety of people was clear to me

before, but not in such a concrete way.

2. Beginning to gain a real understanding of people in my group, i.e., their

feelings about relating to people. Also, learned how different we are.

Finally, learned a lot about how I affect people in the group--one certi-

fied teacher sees me as aggressive, another resists my being personal, and

I tended to reject what they sometimes said.

Another college student:

1. It was important because I feel such a great need to get sensitively close

to these people and this session was a good start!

5. We all feel happy about the weekend and working together in a more genuine

manner.

Ahmsewife:

2. It was very disturbing and worried me about what the group may really feel

about me.

5. For the first time everyone took part equally. It helped all of us to

underttand each other.

Another college student:

1. I learned that it really doesn't bother me to talk freely in such a group.

4. I feel one of the certified teachers is showing the sincerity and honesty

that I am striving for. She's setting a good example.

5. It showed me some people place a great importance on something minor to me.
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I'll have to realize what others are thinking.

A Researdher:

1. Because after working with a drop out and knowing what kind of person

people thought he was, he was one of the first to really share feeling

something really important about himself.

2. (re: an honest expression of feeling by another) It was the beginning,

I feel, for the group to start standing on its own--after this happened,

things became more honest and open.

5. The feeling of togetherness--the desire to feel something of love toward

everyone--the desire to leave the training (the workshop) as a group--and

also the desire from members to get together again. It was the right way,

I feel, for the group to end.

A certified teacher:

1. All of the problems and discussion seemed shallow. We didn't discuss

sensitive areas at all.

2. We seemed to share some true feeling about each other...I feel that I can

share all of myself with these people in my group. I know that they will

help me develop a part of myself that at this time I know nothing about.

3. I care for our group and want it to continue to grow.

4. I seem to be becoming more involved with the group. I trust them to help

me. I want to be able to 'give and to receive' from this group.

50 (re: a Negro housewife) I wanted her to understand that I love "her" but

I don't love the pious, elderly, mother image that I think I see there.

A high school student:

2. It helped me to realize that in reference to the present, the past is un-

important. Also, it helped me to realize that people I think I know, are
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really the most foreign and unknown to me.

3. I think our feelings that others are insincere is a reflection of our-

selves. The negative attitude may be indicative of how we will react

on the job.

5. The group seemingly drew closer to one another through thought and verb-

alization. It helped me to understand the group as a whole more and not

as some individuals sitting in a room together.

A high school drop out:

2. The deal (an incident) with the housewife was important because it showed

me I still couldn't bring myself to be open completely.

5. I love the group. I never loved anything before.

A certified teacher:

1. (re: two group members) Both people can now partially drop old existing

roles and adopt new ones.

2. I got a clearer p4cture of how I was viewed by the group; this could have

many implications as to my future behavior.

5. It was seeing a metamorphosis take place, a realization. A very moving

experience for me.

A college student:

1. I felt it helped me to iron out the majority of problems I will be faced

with this sunnier.

4. We finally got completely united as a group, not leaving anyone out. I

find I can really understand the housewife and know she'll be of great

help to me. It was important because the problems I would find difficult

could more or less be solved by a total group discussion.

5. I consider myself a lot more mature and grown up.
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A college student:

2. I felt that we finally began sharing our individual feelings. I was able

to share mine and to hear the feelings of others.

3. I realized that a drop out's honesty proves that the give-and-take leads

to a cannon mutual acceptance.

5. I saw a different outlook"from both a certified teacher and a high school

student and she a1mos4- expressed a feeling from deep down inside.

A high school student:

2. Maybe I'm finally able to talk about things like never before. I want to

know about myself better and most of all able the group (sic) and will I

be able to help them and will they help me understand myself.

3. It made me realize that a drop out and a high school student weren't so

bad and that they want to be wanted and liked like anyone wants and I be-

lieve hope for. I appreciate them so much more and especially the group

on the whole I believe and I know I've found what I wanted.

A college student:

3. It showed me that I still can't reach some people, i.e., basically the

housewives, because they are traditionally oriented.

4. All roses; we've reached a point where we get along and =se listening to

each other, trying to understand. I'm learning that there are degrees

and depths to groups and I don't know how far this will go.

5. More personal conflict, all was not rosy. We began to see a greater depth

and we were beginning to handle immediate conflict between people.

A college student:

1. I felt after the discussion more able to cope with my problem, since others



WEEKEND WORKSHOP AND SENSITIVITY TRAINING
Betty Berzon
Toni Volcani

also have certain mixed feelings. Feel less isolated and more willing

to try and open up again.

2. (re: discussion of racial prejudice) It really brought home that back-

ground and experience can make a difference and should not be glossed

over. A Negro parent now related to me as an individual because I can

understand same of the things he has to face as a Negro, and they have

had an important role in his make-up. I believe it is easier to relate

to him after knowing haw he feels, than just as a person who sees every-

thing rosy.

4. Everybody talked about their needs and wants openly--really came across- -

broke down any feeling of being out of it by talking about things we

all relate to--all things related had some impact on me and really

made me feel closer to members in the group.

5. Felt a trust and mutual confidence which should serve well as a basis

for honest communication during the summer.

A researcher:

1. Real honesty was growing at the end of the meeting, the feeling here is

people are beginning to trust each other.

3. I identified myself with a teacher and a college student and got to know

each of them much better in respect to their individual feelings. Also

I found myself really revealing myself and feeling great pressure removed.

5. I learned that most people see me as very sensitive, the very thing I

have been worried about not being. Also that I have a lot of evaluating

to do of myself.

A high school student:

1. I learned that becoming open or rather breaking the barrier was necessary
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in order to work with one another. To break a barrier is to communicate.

5. I just learned to love everyone a lot more.

A parent:

2. It gave me a chance to really let everyone know how I feel, being a mem-

ber of a minority group.

3. It gave me a chance to see the inner feelings of the other members of

our group.

4. I have a better understanding of each person involved. It opened new

vistas to me.

5. We found mutual experiences in each other on which to build.

Some Conclusions.

One of the most striking observations about the groups was the astonish-

ment and fascination of the young people as the adults-- especially the teach-

ers--expressed negative feelings about each other or discussed their role-

conflicts. As a Japanese high school student said, "I never knew this could

happen, especially with teachers."

Of interest, too, was the problem presented by the "mothers," whose over-

protectiveness, as they kept trying to "smooth things over," was an obstacle

to group interaction; in addition, their value-systems, centering around a

stern morality, tended to be a greater problem than the racial differences.

Some of the adults seemed unable, in the short space of five sessions, to

shed their intellectual-professional defenses. Though one certified teacher,

for example, worked through his over-reliance on, and then rejection of author-

ity, he filled out the Critical Incident form only for Session 5, and while

the comments of the others suggested a personal sense of deepened understanding,
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his comment was: "Roles were clarified in terms of program. Confidence and

trust have developed."

And though the group had come to accept and depend on the housewife, she

was still strugg'.ing with the value-differences; at the end of Session 4 she

wrote: "It was important trying to get my group to understand me, trying to

get to understand my group."

Perhaps most interesting of all, however, is the way the comments moved,

in a number of instances, from being self-oriented after the first two ses-

sions to being other- or group-oriented after the later sessions. This, more

than anything else, testified to the group-identification that developed as

people became able to talk to each other in meaningful ways. In their small

groups they came to see each other as real and vulnerable. They were able to

seek and to provide support across social, educational, and age boundaries.

They were able to relate as equals to those they had seen as superiors, and

housewives as well as the younger people, found the teachers to be real, vul-

nerable, and needing them for support. When they left on Sunday, they seemed

to care a great deal about each other and about the total group.

A Negro housewife wrote, after Session 5, "I learned to accept people as

they are regardless of race, without reservation."



'41 



11

IT,

LI

LI

Li

LI

LI

Li

Ii

CHAPTER VI.

THE CHANGE AND DEVELOPMENT TEAM

Pre-project Activities
The Project
Discussion



THE CHANGE AND DEVELOPMENT TEAM

Quite unique to this project was the employment of a "Change and Develop-

ment Team," composed of two young men just paroled from a correctional institu-

tion of the California Department of Corrections, a graduate student in socio-

logy and a consultant. The team was part of another project, funded by the

National Institute of Mental Health*.

The main purposes of the Change and Development Team were to conduct re-

search aspects of the project, to furnish systematic feedback to the staff,

and to bring together data for the final evaluation. The project director

summarized his views on the Change and Development Team as follows:

The way I Looked at it was Like a thekmostat. A theAmostat
catects data about how hot on cad it is and decides when to
turn the ait conditionen on on when to tuAn the 6utnace on. And
I .saw the Change and Development Team doing this duping the dilu-
tion oi this totogAam - 6eeding it back at appropriate times in the
pxogum, (3:00 seminax) pelthaps, and atzo with the teaching teams.
I conziden th24 one oi the most urlique, intenesting aspects oi the
whole ptogItam. ...There is something that comes from being out-
side the group that helps one see what's going on aside it and
it heaps Cam know what he might do better at a iutuite time.

The Change and Development Team, itself was experimental and there was

practically no relative experience from which to draw. The term "Change

Agent" originated with Lippitt.(2) In his concept a change agent was a pro-

fessional person who acted to bring about change in clients or systems. Thus,

a psychiatrist, an educator or a counselor could be seen as a change agent.

In this particular project it was felt that the two non-professionals might be

*Project OMO 1616, "New Careers Development Project," sponsored by The
Institute of Crime and Delinquency, J. Douglas Grant, Project Director.
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able to see and do things in the classroom from a different view point and

would become "linkers" between the slow achievers or culturally different child-

ren and the teachers. The functioning of the Change and Development Team can

be described in two phases, first in the pre-project phase and secondly, in

the project itself.

Pre-project Activities.

The two non- professionals (parolees) and the consultant began work six

weeks before the formal project began. The two parolees were released from

prison on Saturday and began work on Monday. As there were no other staff

members working full time on the project and certain deadlines had to be met,

the three members of the Change and Development Team assumed many roles which

were not originally intended and which later became confusing to some of the

staff. For example, each of them became responsible for training meetings one

night per week of the various assistant teacher groups. One member recruited

the drop outs, having to interview some of them in jail and locate prospective

candidates around the community. Another worked with the high school students

and the third with the college students. Working with these various groups

during the initial stage actually established strong alliegiances which less-

ened the objectivity of the observations that the Change and Development Team

members could make.

As it was not known to what degree cross-age teaching relationships would

be used in the school it was decided that the two non-professional staff mem-

bers should experiment with this method and also with some ideas about the role

of the assistant teachers for the project. It was felt that this information

would be useful in orienting the teaching assistants during the month of May.



THE CHANGE AND DEVELOPMENT TEAM

This too, made it difficult for the two Change and Development Team members,

as the children became closely identified with them in their study groups and

in the summer session still saw them as their "teachers". The third function

during the pre-project phase was systematic observations of the training ses-

sions and feeding back observations to the training groups. As the Change

and Development Team became more familiar with the group discussions and with

cross-age teaching and had a good idea in their mind of the role of an assist-

ant teacher the staff more and more looked to them for guidance in the train-

ing phase.

The Project.

The graduate student arrived in June and the team prepared for its first

task - coordinating the administration of the achievement tests in the control

school and at the project school. They had attempted to give achievement tests

the last week of school but so many of the children had refused to take the

tests that the testing wa, not considered to be valid. In the first week of

school all the children in both schoLls were tested by the assistant teachers

under the supervision of the certified teachers. Tests were scored by the

assistant teachers and the data was forwarded to the data processing center.

As the teaching began each of the members of the Change and Development

Team worked with two teaching teams, visiting them as regularly as they saw

fit and giving them systematic feedback on their observations. The team also

prepared and administered questionnaires regularly throughout the summer to

get systematic feedback as to how the staff saw various aspects of the pro-

gram. Some of this data was tabulated and fedback immediately in various

forms, to the total group. Other observations were made available to the
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administration.

Discussion.

-r 4.1. nos11= itAILL.L.LAan0 Wi LAM 2.,v=,opmen, L4mn were varied and

were not always in keeping with the original intent of the New Careers Develop-

ment Project or with the present project. The functions changed with the de-

mands of the project and in accordance with personalities involved. It soon

became apparent that the team did not possess sufficient skill for the type of

objective, non-judgemental feedback that was requested for the project. Per-

haps it might also be said that many of the staff were in such conflict about

their role they could not have heard the feedback anyhow. Nevertheless, it

would have been helpful had each member of the Change and Development Team

visited the teaching teams more consistently and offered their observations.

One of the great conflicts seemed to be the need for additional training of

the staff. They might then have had a relatively consistent model to work

from so that consistent feedback would have helped them to more accurately

pursue their goals. Often, the Change and Development Team members were used

as training resources rather than for feedback and were often manipulated in-

to this role. All of them had had considerable experience with discussion

groups for example, perhaps more so than most other staff members and they

were frequently asked for help in group problems which placed them in a train-

ing position.

It was difficult for the team members to move from the pre-project phase

into the project phase. They had all obtained considerable satisfaction from

working directly with the children and had experienced success in working with

them. It was difficult for them to now take on a new role and allow the others
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to make errors, especially when they did it consistently. In the 3:00 semi-

nar their role was extremely confusing as the consultant had had consider-

able experience with large groups and was frequently called on as a resource

person which interfered with his role of taking a daily running account

the interaction of the group. The graduate student was cataloging notes from

the tape recorder. He too, was called on frequently as a resource person,

having had experience in a therapeutic community. The two non-professional

members interacted more in the seminar as they had many more experiences with

the other staff members in their day to day interactions and in their social

life. There was also a conflict in the 3:00 seminar as the Change and Develop-

ment Team had been involved in active groups with acting out disorders in

which there was less conceptualizing and intellectualization of content and

more dealing with emotions. Some of the members of the staff were also action

orientated and there was disagreement among the administration as to the proper

'combinations to these approaches.

Many of the staff resented the tide "Change and Development Team" as it

implied that they must change and that the team knew in which direction they

must change. It was also a cumbersome working title and after awhile the team

more and more referred to itself as a research staff. The degree of aloofness

from the project and the amount of direct involvement was always difficult to

define and was different for each member of the team.

Future use of trained persons, whether a team or consultants to help a

staff change is seen as highly desirable. Perhaps more emphasis on a greater

variety of group experiences and of consistent, objective feedback of processes

would be highly desirable in training. It would also seem parenthetically that
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such a team should have a greater tolerance for anxiety and perhaps a greater

maturity than was the case in this project. They should be able to help the

staff conceptulize its goals and then act as a quality control check to help

them adhere to their goals even though these goals might change at times.

They needed more sophistication in research methodology and quality control

procedures than they possessed.
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Grant has vividly called our attention to how many professions and in-

stitutions resist evaluating their effectiveness and changing their systems

by tending to keep "clients" in passive, recipient roles Time-honored

procedures tend to have elaborately developed rationalizations for their ex-

istance; evaluation of effectiveness and planning new strategies is hindered.

With regard to education Grant has said:

...theke i4 gnawing concekn with other 6oAmz o4 Leming than
the cZazzkoom, tectuxe and textbook. Leakning thkough doing in such
ious az note-ptaying, zimutation, on-the-job paAticipation, and
teaching a6 othenz are being exptoted oven. many iietds. ...G4oup
4 eZ6-ztudy emphazizu teaAning through doing and expaiencing. At
the same time -it emphazizez the impottance o4 being awake a what
one .cis doing. ( 3)

Be has further underlined a beginning trend throughout social agencies

and institutions to achnowledge and develop the potentials of people who

traditionally were seen as needing help, assistance or education, to become

more self-sufficient contAibutdAz rather than neceiveu.

Once it had been generally well accepted that the project was to try a

fundamentally new total approach to the operation of an elementary school,

how should we proceed? Modification of the social structure and expectations

of staff and children needed to be followed with systematic means to augment

the change and to maintain a different social structure. Here we leaned

heavily on the ideas developed by the National Training Laboratory and Maxwell

Jones in his therapeutic community concept. With reference to his work in

developing therapeutic communities in hospitals, Jones has said:

I have etzewheke dezckibed a therapeutic community az diztinctive
among othek compakabZe treatment centers in the way the inztitution'z
total. nezoukcez, both 6ta66 and patientz, are zet6-consciourty pooled
in 6untheking tkeatment. Thiz imptiez, above ate, a change in the
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u/suat 4statu4 o6 patient6. In cat...Cabo/cation with the 4ta66, they
now become active paAticipantis in the thekapy o6 themese1 and other
patient4 and in otheA a4 pect4 o the ova-ate hooitat woltk - in
contka6t to thein teLativeey pa44ive, neapient /tote in conventionae
tAeatment Aegbrets. (4)

If treatment of mental illness, rehabilitation of delinquency and educa-

tion of children and adults could be seen as having similiar goals, namely,

being a process of systematic and rational change, to what degree would

therapeutic community concepts be appropriate in the present project? We

felt there were many aspects that had a direct relationship.

Essentially we were asking ourselves these questions:

1. How could non-professionals and children become progressively and

systematically more active participants in the formal education

of children? How could they' move into active roles of sharing

teaching, learning and administrative functions with the adminis-

trators and certified teachers?

2. How could we create and maintain an atmosphere which encouraged

free communication and promote dialogues among the varied staff

members--among the children and between staff and children?

3. How could we become more aware of roles persons would assume and

help maintain an atmosphere of freedom for experimentation in

behavior change? We felt we would need opportunities for constant

inquiry and clarification of roles and expectancies in order to

modify them to meet learning needs of staff and children.

4. How could we uncover interpersonal tensions in the project and make

them available to everyone not only for the purpose of resolving

them but to learn from them?

5. How could we become more aware of perceptual distortions and prevent

-69-
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rumor from forming which might inhibit movement toward creativity,

render persons less effective or immobilize them (leading to their

leaving, e.g., as the "drop outs" had left the formal school sys-

tem) to inactivity?

6. How could we help everyone develop an identity with the project,

to help formulate specific goals, develop committments and strengths

in a short period of time?

In the transition from a conventional educational system to one where

important responsibilities were shared, we anticipated several issues which

might impede progress.

1. What effect might the inevitable questioning of authority have on

the goals of the project?

a. Of the professionals (administrators and certified teachers)

by the non-professional assistant teachers? What might happen

when the non-professionals pointed out inconsistencies and ir-

rationalities of the professionals in the classrooms and in the

administration, which in a conventional system are unnoticed

or kept from open communication by blocked hierarchies?

b. Of the professionals, (administrators and r-r-ltified teachers)

and the non-professionals (assistant teac s) openly by the

children? In conventional regimes suc' observations are sup-

pressed or taken lightly when stemming from young children.

c. Of older children, when in new positions of responsibility,

by younger ones? It is commonly felt in educacion as in other

areas (mental hygiene, social welfare, crime and delinquency,

for example) that formal recognition and promotion of hierarchy

-70-
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among peers regarding responsibility is to be discouraged and

steps taken to prevent it.

2. How could new ways be promoted to managing the eight classes for

maximizing the ideas and potentials of everyone? Such an accomp-

lishment would inevitably bring about disruption of traditional,

cherished educational procedures and expectancies of children, and

might devalue the position of the professionals. For example:

a. What if situations formerly calling for disciplinary measures

(a constant irritation in most our schools) were handled as

Zeakning 4ituation4 in the classroom group and not referred to

administrators?

b. If the smaller units (that is, each of the eight classrooms)

had breakdowns in communication (as they inevitably might),

how could this be handled?

c. If emphasis was to be stressed on "learning by doing," how

might people (children and staff) be helped to move toward con-

ceptualizing and generalizing from an action-orientation?

d. How could the members of the project make transitions where

they would increasingly see situations outside the classroom

as resources for rich learning? How might we encourage child-

ren and staff to look elsewhere?

e. How could we help the staff and children become more comfort-

able with a less scheduled atmosphere for learning? For ex-

ample, how would the school function if children took recess

breaks according to their individual learning styles and needs,

rather than for the convenience of the staff? Or would they
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want them at all? Could the school operate without bells,

whistles and children being marched in lines? And how might

children moving about all the time effect morale?

3. More generally, how could we get the feelings and issues these

changes would inevitably arouse in everyone, out in the open so

that they might be seen, analyzed and discussed as valuable for

learning rather than kept underground?

4. Specifically, how could we promote the idea of the need to 4hake

kezponzibitity? It seemed this would be most difficult for the

administrators (and certified teachers) who are often overly con-

cerned with physical safety of children, the public image of the

school in the community, and within the education profession.

Transition from a need (what ever the source) to keep others in

passive-recipient roles to allowing others to assume greater res-

prmsibilit,y for their own and other's welfare does not occur with-

out conflict. A period of education and support seemed needed in

making the transition and then in maintaining a new atmosphere.

We decided in the proposal formulating stages, that daily, systematic

opportunities for communication by everyone concerned in the project were

essential, and that certain norms and standards needed to be established.

One of these that emerged was that, in th,i4 atmozphene, to king openey about

one's diaLcuttieh peqoAming one's wee, cowed be a good thing. Theu

waz a zpeciiic peace and a time p.lovided each day OA such tatk to ocean and

.here were numenows people who could hetp once the matten aus brought out.

We Ott that such oppoittunitiez mat be tegutaa and daUy, az accumutated

ten Longs cooed intet6ete with the tazkz o4 the puject.
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Daily free discussion groups in several different combinations seemed

the most feasible method to attempt the many different changes in the school.

In designing the project, a certain amount of education in interpersonal re-

lations was seen as necessary. Some persons might become resource persons

or "culture carriers". The two parolee members of the change and develop-

ment team for example, had had considerable experience in discussion groups

as part of their rehabilitation and later in the training phase of their

development. Their presence at the school a month prior to the project, en-

abled them to hold study groups with 24 of the children, who soon learned to

bring out their tensions in daily meetings. These children offered resources

when the project began. The graduate student member of the change and de-

velopment team had had considerable experience in several research projects

employing large discussions groups.

Two of the teachers and the project administrator had had courses in

group discussion, and seven of the eight college students had been teaching

assistants in University Extension courses employing group discussions as a

teaching-learning situation.

The various staff members meeting as "like groups", that is, certified

teachers, high school students, etc., separately for 5 weeks, enabled them

to begin to talk out expectancies of their role, their anxieties and share

enthusiasms for the summer.

The weekend sensitivity training session, (following typical "T-group"

procedures, see reference 11) where the staff first met as teaching teams

(assistant teachers were assigned at random to the certified teachers just

prior to the weekend) assisted the members of the teaching teams to begin to

communicate with one another. More important the experience provided a
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model of open communication for all the staff to share feelings and ideas and

develop working relationships. The weekend became a frequent "reference

point" for the staff during the summer - it was referred to often in the

daily staff seminar.

The week-long workshop prior to the arrival of the children afforded

opportunities for the teaching teams to work out relationships among them-

selves and begin to formulate their individual approaches. In addition, the

entire staff of 50 began to meet daily at the close of the day and this sem-

inar became the place where focus and attention could be directed to the

many and complicated aspects of the project. It was here that staff could

develop a philosophy from shared experiences and then individually translate

them into procedures to be tried in the daily operation of the eight class-

rooms. From new experiences, they could return to the seminar with addi-

tional feedback to help further develop goals of the project.

THE DAILY STAFF SEMINAR

The total staff of 47 and sometimes the three secretaries met in the

cafeteria 3:00 to 5:00 P.M. each afternoon, Monday through Friday to dis-

cuss current significant events in the ject. Many of the staff had just

returned from making home visits with the children or had just completed

meetings with the teaching team. Chairs were arranged in a large circle.

The weather was ocassionally very hot, and there was no air conditioning.

Doors were opened and the hot desert wind often blew through the room. The

project site was near a military air base and jet planes frequently flew

low over the school. The staff seated themselves in no prearranged manner,

with the exceptions of the project administrator, the resident principal,
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and the two members of the research team, who all tried to remain in nearly

the same positions in the group. This gave the group some form, and it was

felt that for research purposes, it would be important to have some "pivot

points" for latel, analyzing the seating and the flow of communication (mess-

ages) from various sections of the roam.

We chose the word "seminar" rather than group or staff meeting as we

wanted it to be a place where a maximum amount of learning from current ex-

periences and thinking through issues could take place. We did not want it

to resemble a traditional staff meeting where unilateral decisions were

passed down, and did not think it should be a therapeutic group, although

understanding and resolution of conflict might possibly bring about some

positive changes in staff behavior. Some of the staff, in turn, called

their group meetings with the children, "seminars" and this term was used

frequently in the classrooms as well as among the staff. The seminar was

accredited by University of California Extension (Riverside campus) and all

the participants received 3 units of credit in psychology.* The course

description read as follows:

Psychology X 412 (3) The Therapeutic Community.
Roles, authority, values, systems, transference,
counter transference, and the social structure
of institutions in relation to management and
treatment in a therapeutic community. Emphasis
on problems of mental health and dynamics.

Accrediting the seminar gave it some degree of status and we felt re-

ceiving college credit (especially by the drop outs, none of whom had

*The same course was offered concurrently to 22 certified teachers in
the Riverside-San Bernardino area by a member of the research staff. As
a requirement for the course, each made regular observations of the class-
rooms during the summer. Two of the students were regular staff members of
the project school in its regular school year.
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graduated from high school) for a mutual endeavor by the entire staff would

help to instill some of the educational goals of the project.

All of the meetings were tape recorded on an Ampex four-track tape re-

corder with four microphones sittinfz in the center of the circle. TWo re-

search assistants took notes during the group and also participated from

time to time. One took a running chronology for cataloging purposes of the

tape recordings, by footage and the persons involved. Another scored the

interactions in terms of message units sent and received between various

topic persons.

Form and Structure of the Seminar.

1. The Seminar Begins with Silence. Meetings opened with silence

after normal social conversations had ceased, as members thought of what

they might bring into the meeting. Silences varied in length from 3 to 14

minutes, the average being about 6 and a half. There were variations in

the length of silence as the project progressed and by the day of the week.
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TABLE 8

Daily Staff Seminar UCR-Val Verde Project
Time (in minutes) Elapsing prior to Opening Meeting (past 3:00 P.M.)

Day of
Week

Juae 28-
July 2

July
6-9

July
12-16

July
19-23

July
26-30

Aug.
2-6

Daily
Average
(minutes)

M 12 holiday 05 04 05 04 6.0

T 03 05 07 10 04 05 5.7

W 05 06 05 05 14* 04 6.5

Th 07 07 09 06 05** 08 7.0

F 09 08 06 09 10+ 08 8.3

Average
(minutes) 7.3 6.5 6.4 6.8 7.6 5.0

Range 3 to 14 minutes
Average 7.1 minutes

*School Superintendent visits group
**Visitor opens the meeting
+Project Director opens meeting

Table 8 indicates that the longest average silence occurred during the
next to the last week and next longest average in the first week of the pro-
ject. The least amount of silence took place in the last week. On Wednesday
of the fifth week, the regular superintendent of the project school visited

fi

the group and expressed his concern over the conditions of the school grounds
and over defacement of school equipment. The next day, a visitor, a county

school consultant of the district in which the school was located, who had

attended the seminar the day previously, opened the meeting expressing his

discomfort with the previously attended meeting. The following day, the pro-

ject director opened the meeting (the only time during the project) calling

attention to silences in the seminar. He expressed this in a half-serious,
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half-humorous manner by asking the group how he could account to the funding

agency of the project for all the long silences in the tape being used to

record the daily seminar.

2. The Non-professionals open the Seminar. It is important, in,study-

ing the structure and functions of a discussion group seminar, to note who

opera it and what themes both open the meeting and predominate it. The open-

ing theme frequently sets the tone for the seminar and may often determine

its course.

It was mainly (72.2%) the non-professional assistant teachers who opened

the meetings. On only two occasions, did members of the administration open

the discussion and the certified teachers opened it only 4 out of 29 meetings

(13.8%).

TABLE 9

Daily Staff Seminar (3 to 5 P.M.)
Persons opening the Meeting

Category of Staff
Number of
Meetings

Per
Cent

Housewives (parents) 8 27.4
High School Students 5 17.2
College Students 4 13.8
Certified Teachers 4 13.8
School Drop outs 4 13.8
Administration 2 7.0
Research 1 3.5
Visitor 1 3.5

Total Meetings 29 100.0

The non-professionals opened the seminar and got it underway. The amount

of participation of each member of the staff in the total two hours was also

recorded but not analyzed for this report.

Another means to describe the structure of a seminar, is to know to whom



PROJECT INNOVATIONS

topics are addressed. In a more authoritian setting, there is an acknowl-

edged leader, to whom most communications are directed. Total messages for

these seminars were recorded, but again were not tabulated for this report.

However, the openings are presented in table 10.

TABLE 10

Daily Staff Seminar (3 to 5 P.M.)
To Whom Opening Topic Addressed (29 Seminars)

Number of
Times

Per
Cent

Total Group
25 86.0School Drop Outs
2 7.0Administrator 1 3.5Visitor
1 3.5

Totals
29 100.0

From looking at who opened the seminar and to whom the remark was ad-

dressed, it was clear, that the seminar was opened mainly by the non-

professionals (72.2%) and that the total group was seen as the place to

direct inquiries for discussion and help. In only one instance was an

opening topic directed to the project director and as pointed out above,

in only two instances did he or another, member of the administration open

the meeting.

Other questions regarding opening the seminar, such as were there

differences by age groupings, sex or ethnic origin or number of times spe-

cific persons opened the seminar were also considered. Table 11 presents

these data.
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TABLE 13

Daily Staff Seminars* (3 to 5 P.M.)
(Predominate Themes)

Category of Themes

Project
Goals and Philosophy 24
Children 19
Visitors 10
Leadership 7

Teaching Teams 5

Racial Feelings in the Community 2

Totals 67

Staff

*29 Seminars

Number of Per
ICentIdentifiable Themes

19.9

15.9
8.2

5.8
4.1
1.6

55.5

Roles, problems, values 17 14.2
School Drop Outs 10 8.2
Administration 7 5.8
Certified Teachers 7 5.8
Research 4 3.2
Housewives 4 3.2
High School Students 3 2.5
Outside Project 2 1.6
Totals 54 44.5

Grand Totals 121 100.0

1

Slightly under one half (44.5%) of the identifiable themes evolved about

the staff. Matters such as staff roles, alternate ways of looking at one's

own behavior, conflicts between individual members, between team members,

"like groups," and between staff and the children were brought up for fre-

quent discussion.

When opening topic-6 and pudominant .themes of the staff seminar were

categorized and grouped by themes and dichotomized into those concerning the

tota puject and those more directly relating to the 4t1 66, some interest-

ing tentative findings appeared.
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TABLE 14

Daily Staff Seminar (3 to 5 P.M.)
(Opening and Predominant Themes)

Themes
Opening Predominant
Thanes Themes

N=37 Per Cent NIM1 Pei7Cent

Project

Goals & Philosophy 24 19.9
Children 6 16.2 19 15.9
Visitors 6 16.2 10 8.2
Administration;

leadership 3 8.1 7 5.8
Community Relation-

ships 2 5.4
Ending the Project 4 10.8
Teaching Teams 5 4.1
Totals 21 56.7 55.5

Staff

Roles, problems, values 10 27.1 17 14.2
Absences 6 16.2
School Drop Outs 10 8.2
Administrators 7 5.8
Certified Teachers 7 5.8
Research; Research Team 4 3.2
Housewives 4 3.2
High School Students 3 2.5
Relations outside

Project 2 1.6
Totals 16 43.3 64 44.5

Grand Totals 37 100.0 121 100.0

Seminars were opened with problems relating to the roles of staff, and to

project maintainance most frequently, then moved to both more generalized is-

sues, such as developing a project philosophy and to specific groups (catego-

ries) of staff members, apparently assisting them in defining or clarifying

their roles. Comparison of opening topics and predominate themes (see table

14 ) under project heading reveals that approximately half of the themes
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(47.3%) were directed to working out matters relative to the program, to-

gether with another 14.2% under developing 4ta64 'Lae 's. Thus, nearly two --

thirds (61.5%) of the themes were directly related to developing and main-

taining the project. Of the remaining one-third (38.5%), 8.2% was devoted

to themes concerning the intrusion and interaction of visitors to the pro-

ject and to the seminar (apparently the staff could not easily move off

these themes, as for example they could with absences of staff members to

the seminar), and the remaining 30.3% of the themes dealt with specific

individual staff members and categories of staff (e.g., "drop outs"). It

could be reasonably inferred that a great deal of these themes, too, actu-

ally assisted individuals in defining and finding a role in a very complex

process.

If looking at predominate themes is at all a criteria to evaluate the

degree to which the daily staff seminar fulfilled its intended purposes,

these data, as preliminary as they are, would suggest that it did.* The

transfer over to the classroom is another matter.

How the Staff Talked.

Data were available on the number of persons who talked in the seminar

*Opening and predominant themes are only one measure of a groups activ-
ity. The total amount of energy spent needs also to be studied systemat-
ically. One measure was the number of message units sent by each individ-
ual and to whom they were directed. This kind of study is rare in the
literature of these kinds of group discussions. Interactions for the 29
meetings were recorded but not analyzed for this report. Categorizing the
content of the discussions by affective qualities would be still another
measure. Stereophonic tape recordings were also taken of the meetings.
This data could also be tabulated and analyzed for a more complete study of
this kind of staff seminar as a development and learning model, and for
education more generally.
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each day.* All persons spoke at one time or another, some considerably more

than others. And some who were active at one time became silent members at

other times. Looking at one particular meeting, that of 30th, the

third day after school was in session, table 15 lists the number of mes-

sage units** originated in the seminar by category of staff.

TABLE 15

Daily Staff Seminar (3 to 5 P.M.)
(Message Units Originated by Categories of Staff in
meeting on June 30, 1965 by half hour intervals)

1 3 4 Total Per Cent

Administration and
Research 11 30 69 19 129 11.5

Certified Teachers 67 94 90 45 296 26.3
College Students 61 51 70 47. 229 20.3
School Drop Outs 54 93 52 79 278 24.7
High School Students 37 14 14 4 69 6.1
Parents 6 34 15 70 125 11.1

Totals 236 316 310 264 1126 100.0

This meeting was opened after 5 minutes of silence, by the certified

teacher chosen as contributing most to the group (see table 18) objecting

to one of the research staff taking notes in the meeting. The researcher

had been the trainer in the weekend sensitivity training session the cer-

tified teacher had attended. She felt the researcher ought to be partic-

*This, and other data referred to was collected but not tabulated or
analyzed due to the short duration of the project. It is included in a
research and training proposal, submitted to the Office of Economic Oppor-
tunity on August 18, 1965, "New Careers for Non-Professionals in Education;
Development of Conceptualization Skills."

**A message unit was judged to be one complete thought originating
from one speaker to another member of the group, or to the group as a whole.
See reference ( 5) for elaboration of methodology.
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ipating more in the seminar and that his taking notes limited his contri-

butions and further, was distracting to the group. As the seminar progres-

sed, the predominant themes centerpri around (1) some of the assistant

teachers (mainly drop outs and college students) teaching some of the child-

ren how to box, as an alternate to fighting; (2) the role of the research

staff in the project and in the seminar; (3) the inner struggles and con-

flicts between two opposing factions of the drop outs - those who were still

exhibiting "delinquent styles" and those who were more nearly identifying

with the teaching teams; and, finally, (4) the early evidences of the dif-

ficulties of the older staff in understanding the younger members.

In looking at the flow of messages, the administrative and research

staff combined, participated relatively little (11.5%) and the majority

(62.2%) of the discussion originated with the assistant teachers, the drop

outs originating the most, followed by the college students. Just under

one half (47.9%) of the messages were originated by the older staff members.

TABLE 16

Per Cent of Staff Talking (by category of staff)
in Daily Staff Seminar of June 28, 1965

Category Number
of Staff Present

Number
Talking

Per Cent
Talking

Message Units
Originated

Per Cent
Message Units
Originated

Administration
and Research 7 4 57.1 219 22.0

Certified Teachers 8 8 100.0 185 18.7
College Students 8 8 100.0 216 21.8
School Drop Outs 8 5 62.5 139 14.5
High School Students 8 4 50.0 93 9.3
Parents 8 5 62.5 137 13.7

Totals 47 34 989 100.0
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On the previous day, with all staff present, 72.3% of the staff spoke

in the group. (see table 16 ) A total of 989 identifiable messages were

originated. (The average for the meetings was believed to be around 1,000).

Fewer high school students spoke of any "like group" and as a total group

they initiated fewer message units. The administrative and research staff

initiated the most, (22.0% of which 41% of this total was by the project

administrator) closely followed by the college students and the certified

teachers.

Staff Post hoc Predictions.

At various time0 during the project, the staff was asked on a question-

naire, to estimate the number of persons they felt had spoken in the previ-

ously held seminar. Table 17 lists the estimates of the various catego-

ries of the staff with 91.5% of the staff responding, to the seminar on

June 28, 1965. These data are quite interesting as the perception of most

of the staff was quite conservative.
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TABLE 17

Staff Estimates as to What Per Cent of Staff
Talked in Seminar on June 28, 1965

Estimates (in per cent)
Adminis-

Per tration & Certified
Cent Research Teachers

College

Students
Drop
Outs

High
School
Students Parents Totals

0-9
0

10-19 2 1 2 1 6
20-29 2 2 3 5 2 1 15
30-39 2 2 2 4 10
40-49 2 1 1 4
50-59 1 2 1 1 5
60-69 1 1
70-79

1 1*
80-89 1 1 1
90-100

0

Totals 5 8 8 8 7

_
7 43 replies

*(actual per cent talking 72.3%)

Changing Leadership: Persons Seen as Helpful in the Meetings.

At various intervals during the six weeks of the project, the staff was

asked on a questionnaire, "which people in the group seemed most able to

deal with the questions and problems raised?" They were asked to name five

choices and could include themselves if they wished. Table 18 lists in

rank order, the persons named most frequently as first on the questionnaires.

One particular certified teacher was named most often, followed by the res-

ident principal. When the data are grouped according to category of staff,

nearly one-third (30.1%) of the choices were for the assistant teachers,

composed of three college students and one housewife. This is extremely

interesting, as nearly two-thirds of the choices given were for people who

had had little or no prior experiences in groups, and there were persons in
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the group who had had, collectively, quite extensive experiences in a variety

of groups. These data, however, can be seen only as trends, as only one half

(49.8%) of the staff responded to the item.

TABLE 18

Person Seen as Most Able to Deal With Questions
and Problems in Daily Seminar

(cumulative frequencies based on 5 questionnaires)

Frequencies

Certified Teacher 27
Resident Principal 17
College Student 12
Research Member 11
Consultant (teacher) 11
Research Member 9

Housewife 9

College Student 8

College Student 8

Certified Teacher 7

Total 119*

Rank Order by Category of Staff

Cumulative Per

11.221922c2Ln Cent

Assistant Teachers 37 31.0
Certified Teachers 34 28.6
Research Staff 20 16.9
Administration 17 14.3
Consultant 11 9.2

Total 119* 100.0

*Represents 49.8% of the staff replying.

Develop.4n7 Norms and Standards.

As the summer progressed, it became apparent that certain standards or

expectancies were emerging from the discussions in the daily staff seminar.
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As all staff were present each day, this became the time where the greatest

variety of feelings and opinions could be obtained. And from the beginning

of the seminars, it was maintained that staff members had to make their own

decisions following discussions.

From looking at a few "critical incidents" occurring during the course

of the project, there appeared to be several areas in which norms or guide-

lines were established in the seminar. It became an important place to

think through administrative issues, staff behavior and definition, problem

solving situations involving the children and numerous matters involving

values and attitudes.

1. Definition of Project Staff Membership. In a project such as this

one with a minimum of given conditions and role prescriptions, there was

considerable confusion in the early stages as to expectations in the class-

rooms. The daily seminar seemed to unify the staff and promote a feeling of

being a whole, despite individual difficulties and conflicts among various

sub groups. Consequently, persons not actually working on the project staff

were seen as not a part of it and the seminar, in the beginning was viewed

by many of the staff as theirs exclusively. Many persons visited the pro-

ject and upon hearing of the daily seminar (usually enthusiastically by

staff members) asked to attend. The matter was raised in an early seminar

and some strong objections were voiced. The matter was not further pursued.

a. A teenage son and daughter of one of the teachers appeared
one day at the seminar and this was not brought up. The
teacher later said her children had asked if they might at-
tend, and she had informed them of the previous discussion
concerning visitors. If they came, she told her children,
they would be on their own and might be asked to leave.

b. A college professor and his research assistant soon visited
the project and remained for the seminar. The seminar was

- 90 -
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opened by a teacher asking them who they were and why they

had attended. The professor implied that he had been invited

by a member of the change and development team. When this

was clarified several members voiced strong objection to the

two being there, and they left. This opened up the matter

of visitors to the seminar, and while no decision was apparent

in the meeting, visitors began to appear. They were often
asked for their identity and why they wanted to attend. Vis-

itors appeared in increasing numbers and were apparently in-

cr :asingly ignored by the group. One day there were eight

and no mention was made of their attendance.

c. One visitor became involved in the meeting. A county school

official became interested, and attellded a seminar in which

there had been considerable confusion and intense emotion ex-

pressed. He became concerned and involved with the meeting.

Attending again the following day, he opened the silence

saying that he had become upset the previous day and had not

intended to visit the project again.

d. One of the college students asked if he might bring an older

child from his classroom to the seminar. He explained that

some children had been inquiring what the "grown ups" talked

about in their seminar and wondered if it was different from

theirs. When the identity of the child was known, two of the

housewives became concerned that this particular child might

distort matters discussed in the meetings and that their po-

sition in the community might be jeopardized. Although there

were a good many endorsements of having children attend, the

matter was left up to the college student. None of the child-

ren attended the staff seminar during the summer, although

many outside adults did. The seminar then seemed to be rede-

fined as a place for "adult business."

2. Staff involvement, Discouragement and Blocked Communication. Slight-

ly less than half (44.5%) of the total number of identifiable themes (121

total) of the seminar were categorized around the staff.. The daily seminar

became a focal point to pool information known to individuals; a common place

for discussion.

a. A staff member is sick. During the first week of the project,

a school drop out was missing from the seminar. A good deal

of information was fed back to indicate that he was physically

ill. Some alarm was registered that he had been allowed to be

ill all day, waiting for this to be brought up in the seminar.

Some believed that he had no means to be attended to for his

illness and that it was acute. One teacher got up to leave
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the seminar to go investigate, another teacher, who knew the
family and had had him as a student in school fed into the
seminar considerable information about his family, and con-
cluded that the situation was not as critical as the staff
had been lead to believe, and that this behavior was typical.
She further believed that direct action would not help in the
long run, as he had to learn to work out things for himself.
To the relief of some members, he was at work the next day,
and was somewhat indignant when he had heard some of the dis-
cussion about helping him.

b. A staff member resigns. During the first week of school, one
teaching team decided to let the children choose the adult
with whom they wanted to work. The housewife on the team was
not chosen by any of the children. Although she maintained
publicly that this didn't matter, and that she could find a
role elsewhere in the classroom than working directly with
some children, she became discouraged. On Friday she did not
come to work and some fed back in the seminar that she was not
going to continue in the project. The team she was working
with was having considerable conflict among themselves, and
this was brought to the total group. The team decided to make
changes in the classroom, whereby the housewife member would
have some children with whom to-work. The housewives as a
group went to visit their member over the weekend, as did other
members of the team. She returned to work on Monday and opened
the seminar with her apologies and gratitude for the action
various persons had taken in her behalf.

c. Staff members leave the seminar. Early in the summer, several
of the school drop outs played an active role in the daily
seminar. Some of their interactions with the children were
upsetting to some of the adults and consequently several of
the themes of the seminar turned to them. A good deal of frit-
icism was voiced toward them. Some began to withdraw from ac-
tive discussion, would get a second chair and stretch out as
if asleep. Others would be late, or get up, walk out and go
sit in a car until it was over. Attempts were made to get them
to "conform" and c good deal of "scolding" was noted. A split
developed among them as a group, where previously they had been
relatively cohesive. Half of the school drop outs began to
have success experiences with the children and felt part of the
teaching team. The others seemed to feel alienated from the
other staff, and were often criticized over their relations
with the children as not being concerned with more "academic"
approaches, being negligent or merely having a good time. Some
of the adult memburs thought they were careless in regard to
the safety of the children. An example of dialogue from the
staff seminar during the first week reveals some of the early
dissension among the school drop outs and with other members of
the staff.

-92-



PROJECT INNOVATIONS

SHARON (drop out) "And the teason thLs 'thing' um brought on um that

we have been taCking among ouA4eZve4. I don't kee..."

ROSE (drop out) "Among youtiseeve4! What about the /tut o i6 group ?"

SHARON: "Beeau6e I ied the6e thing6 are compZeteCy... I don't 6eet..."

ROSE: "Maybe what you're 6eetin' wtong and you don't want to be cot-

'meted. 14 -that Lt?"

SHARON: "That cowed be 4,t exact2y!"

ROSE: "Wete you'll never know unte66 you &aim to 4peaJi out: And you're

a6ta,Ld to 4peak mt."

SHARON: "Yu."

ROSE: "Woe, why don't you just waek out then?"

ALICE (housewife, who previously was going to resign, asks Sharon): "May-

be you have di66enent 6eeting4 than the rent o6 ca. Maybe Zt woutd help ups

you toed u4 what they wete."

SHARON: "Yez! I've been b-itting hue in ate theise meeting4 without &ty-

ing an

ALICE: "Why?"

SHARON: "The way you guys are acting. Today I'm titediand I want to go

to aeep. What'4 happening here doun't .interest me. I mean I have my own

4eeting4 towand (the paoject adminatAatot) but I don't juAt Lae taCk-

ing about it. That'6 ate."

ALICE: "Don't you think .6he'4 woltth Zt?"

SHARON: "Yeh. I think 4he'4 woitth yeh, I do. But I guest I think

there are ()then peop'e in here that /wt... they don't tath and..."

ALICE: "And that's why you're helm. ...we're not made out o6 the same

maid - you have di66ekent 6eeting6 than I do..."
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SHARON: "1 don't want to get into a 'thing' and 4.6 I open my mouth in

110A0 7 not int(' a tthjng' and Ao6nAo /in -otg jnin a 'thIng.'"

DR. HARTLEY: "What do you mean by a 'thing?' 1 ion't..."

SHARON: "Some kind o6 a 'big deae.'"

DR. HARTLEY: "You mean some kind o6 an aitgument?"

SHARON: "Veh."

JOHN (College student): "How did you beet when Pete (another school

drop out) teg?" (Pete walked out of the seminar earlier)

SHARON: "1 didn't: see him to ve."

JOHN: "1 saw him .leave. Did you beet that..."

SHARON: "I didn't see him Leave. I didn't know he £eft ',ate just now.

1 don't know why he te6t."

ALICE: "Don't you think we're wo4th tatking to?"

BETTY (High School Student): "She's tatked in ()then diiscussions and 1

think is very Aeazonabte that she just doesn't heel tike tatking. I can

under tand it!"

JOHN: "Lot of peopte anen't flaying things but they ate tistening.

They aten't saying the it bee tings and whether they axe UsteninI on not they

ate trying to put on an act that they wtten't but by that actions, hanging

oven the chaik and that sant o6 thing, they we ttying to tett us, whether

it's true at not, that they don't want to Li4ten to what 44 going on, but

they axe here. They um4e tAying to take themsetves out the group. At

.least that's the way I 6ett U."

MICHAEL (Certified teacher): "1 don't think they ate ttying to take

themdetves out o6 the gtoup."

DICK (College student): "Let them tatk."
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SLUG (School drop out): "I ieet this way. I I want to take myzeZi

out o6 the group, I'tt get up and wain out. But I iiguxe .h i4 one genetat

subject was boning to me just about the same o1e thing 'hound an' kound

and neva draw a conctusion. And that's just a waste of time."

SHARON: "At Put it 'seemed it was important but then it stated get-

ting zo, zo. You know?"

MICHAEL: "I think you guys am_ expecting the group to came to your

conciuzionz. 1 don't:think this happenz ion individuats. individuats make

the own conceuzionz."

SLUG: "I don't zee the group draw no conctusions yesterday."

ALICE: "Maybe you have the answer. Maybe that's why you're boned.

Maybe you knew what the answer shoutd be and..."

SLUG (returns to opening topic of previous day's seminar): "She took

the pop battles away &tom the kids because she was *Laid they wooed to L

and &teak the bottees. 14 everybody thought that was some vague, then why

did they dug Lt on and on? ...but I didn't draw no conctusion..."

DR. HARTLEY: "Do you zee younzai as having pkobternz with youngsters

you woAk with in somewhat the same kind of way we are taking about (the

pkojecx adminiztnato4) having done it?"

SLUG: "I have some pkobtems but I'tt work them out myset.i. my

to tak oven with the gnoup then."

d. A staff member doesn't attend the last seminar. As the summer
was ending there were strong feelings of separation among the
staff and with the children. Many of the staff saw the seminar
as a focal point and voiced their concern that it remain intact
the last week of school. Plans were made for a beach party on
the last day of school for staff and the older children. One

teacher openly objected to those who wanted the seminar to meet
the last day and referred to the group as a "religion." The

beach party was held Most of the staff went, Some of the
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children objected to their groups being cancelled - a staff de-
cision. The teacher did not come to the seminar, but entered
Am-ing the 1=t ton min>>tncM VV

3. Administration and Related Issues. It was planned that the major-

ity of the administrative policies and day to day operational needs could be

thought through in the daily seminar, when all the staff were present.

a. Requests for the Project Director to take action. There were
numerous requests for the project director to make clear cut
and final decisions during the project. These ranged from
curriculum materials and content of teaching, to methods and
staff matters. When the school drop outs walked out of the
seminar or failed to attend, some of the other staff requested
that the project director cut their pay, maintaining that they
were being paid for a full day's work, the seminar being part
of it. The project director stated firmly that he would not
do this and that this was a matter that the group would have
to work out. When the over-concern of the image of the pro-
ject was voiced by a few, It was the view of the project direc-
tor, that this was the concern of all the staff and not just
the administration. This incident, early in the history of
the project, firmly established the position of the project
director and put real power into the total staff.

b. Unilateral decisions. Although it was maintained that the
seminar was not a decision-making one, general consensus was
reached on a number of important issues. The first seminar
after the children arrived at school, was concerned with the
project administrator (an elementary school principal with
a considerable amount of experience) directly interceding in
a situation involving setting limits for the children, (taking
pop bottles from them) rather than allowing the staff and the
children to work them out Ccncern over the "safety" of the
children and protection of the .,mage of the project were pri-
mary rationalizations for the intervention, which was gener-
ally agreed to have violated fundamental principles of the
project.

Painful as it was to some, the incident provided a rich learning
experience for the entire staff and helped them think through
several aspects of the project. The administrator had assumed a
traditional stance in taking on responsibility for setting limits
for the children, emphasizing their safety and the protection of
the image of the project. This then left the rest of the staff
with less responsibility end fewer opportunities for involvement.
If the matter of the safety of the children was a real one, there
were six parents and two grandmothers among the non-professional
staff who had reared a good number of children. Were they to
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be seen as not concerned with safety and not having responsi-
bility? In the seminar over half of the staff were members of
the community who might be looked at more closely than the
"outsiders" for final evaluation of the project. Further, it
did reveal more clearly, the lack :-.)f concern and involvement
on the part of some of the staff. And finally, for the first
time, it clearly demonstrated that there were few final, def-
inite administrative fiats to come in the project - this meant
that each member of the staff had to think through situations
and make many of their own decisions. The situation also dem-
onstrated the resourcefulness and usefulness of the seminar.

4. Problem Solving Situations with the Children. There were numerous

situations brought to the seminar involving relations of the staff with the

children. Overt concern was with the behavior of the children.

a. Fighting. On the first day of school, children became involved
in several fights. There was no "office" to send them to as in
the regular school. Some of the school drop outs (males) and
two college students got boxing gloves and had children fight
out their aggressions as a sport. This was brought to the sem-
inar, as some children were being hurt and many of the staff
objected. There was discussion about boxing as a sport (and
the expertise involved) and as a means of acting out aggres-
sions. One of the female school drop outs' father had been a
professional boxer and it was requested that she teach some of
the art and rules of boxing. She refused, maintaining that she
was not well enough qualified and that she was learning other
ways to work out feelings - namely, in the group meetings. The

boxing and much of the fighting ceased and was brought into the
group discussions.

b. "Tasting Forbidden Fruit." Near the school was an irrigation
ditch with water. The area had been previously out of bounds
for the children. Now in small groups, they began catching
frogs, getting wet and muddy and same staff continued to for-
bid their children to go to the ditch. The confusion and staff
conflict was put to use by some of the children and the matter
became a growing one, with larger and larger numbers defying
the staff. The problem was turned into a learning situation
when some of the older boys staged a frog-dissection as a scien-
tific demonstration for the whole school. The matter was ended.

c. Trash Accumulates. One of the regular school custodians attended
a seminar and voiced his concern about the philosophy of the pro-
ject. He felt that there was disregard for school property, not
enough emphasis on good manners for the children or enough con-
trol. He focused his remarks on discarded popsicle wrappers on
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the school grounds. Some of his own children were in attendance

and his daughter was on the staff. The group used his objections

to re-evaluate their own stand on discipline and controls. Some

became more authoritarian, others picked up the wrappers them-

selves in order for the children to continue to learn.

d. And More "Forbidden Fruit." Near the school grounds were several

acres of cantelope. As the summer progressed and the fruit began

to ripen, some children began to take melons. The owner, not

realizing the consequences, offered a few. This was misinter-

preted to mean that children might help themselves. Some of the

staff apparently agreed. Scores of melons, many still green,

appeared on the school grounds and the children began taking them

home on buses. The matter was brought to the staff seminar.

Some of the adults were angry and voiced their need to use rer,es-

sive means to stop the action. The confusion of adult sanction

with some of the children was brought out and the melons dis-

appeared.

Summary.

The seminars were largely centered about here and now matters concerning

relationships between staff, between the staff and the children, between the

children, and between the staff and the community in which the school was lo-

cated. They were unstructured in the sense that there were no formal agendas

and decisions were not expected to be made. Rather, open communication and

free discussion was encouraged. The seminar was a focal point in which the

entire staff met daily for two hours in face to face communication and con-

centrated on analyzing matters of concern within the project.

It also served as an educational means of discovering new approaches to

matters arising within the classroom resulting from the nature of the project

and persons involved.

Third, it helped increase communication among the staff and improved

interpersonal relations between (a) individual members, (b) within the eight

teaching teams, and (c) among members of the "like groups," e.g., the school

drop outs, the teachers, etc.
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It seemed to serve an additional purpose, not originally intended, that

of Social control It became a and 111,A.frence point" for other ac-

tivities in the project, for example, the social behavior of staff memberi

occurring outside the project.

This seminar was seen then by many members of the project as a focal

point, as it seemed to hold the project together especially at times when

there was considerable tension between individual members and large segments

of the staff. It was looked forward to by many and some came early each day

sitting in the cafeteria in the circle in anticipation of the meeting. For

a few it was seen as frightening at times and too controling; like a "religion,"

as one member described it. For others, it was seen as a refuge and as a

"sacred" place where people could receive help which was defined as understand-

ing, guidance, comfom and acceptance when one was in need.

Facilitating open communication frequently compounds interpersonal dif-

ficulties especially in bureaucratic structures where there are limited means

to handle them. The seminar served as an auxiliary administrative device to

enable all the staff members to think through complex situations and then to

individually arrive at solutions most compatible with the goals of the pro-

ject. Through daily discussion of interpersonal situations occurring in the

operation of the project, administrative resources were adapted to meet the

changing needs of the project. Considerable learning from this continual,

daily process took place. Some norms and standards were developed in the sem-

inar, and all staff were currently informed and involved in important policy

making.

Finally, leadership was established and practiced in the seminar, as a

model for the classrooms. Leadership in the seminar took many different forms
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ranging from more subtle and covert means to directive "commands" at times

by various staff members.

Tannenbaum has stated:

Leadership positions varied among the staff as

...the leader role

by one individual, even
person. Instead, it is

by each individual. ( 6

is one whic":. s rarely taken continuously

under specific conditions with the same

one that is taken at one time or another
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OLDER CHILDREN TEACHING YOUNGERS:
EXTENSIVE USE OF "CROSS-AGE RELATIONSHIPS"

Older children passing onto younger children the short cuts which they

have learned or have been taught is one of the oldest forms of transmitting

knowledge. In large families older children look out for the younger child-

ren and teach them certain ways of becoming more independent.

From a very early age most children are involved with siblings
who are older, or younger, or both. And in the pre-school neighbor-
hood life there are usually a variety of significant cross-age rela-
tionships. Even casual observations suggest that cross-age inter-
action is probably a potent learning experience for children of all
ages. For instance, a child observes how older children cope with
adults, what the older ones are able to do, or what they are per-
mitted to do, and how younger children seem to get more of the nur-
turance and attention, he learns to cope with, or avoid, the great-
est strength and sophistication of older children, to exploit the
younger ones, and to avoid the sanctions of adults for mistreating
children weaker than himself. He learns that his age-graded legi-
timate associations are supposed to be regarded as his equals. He
develops his conceptions and expectations about what different levels
of grown -upness are like, and what they mean in terms of privilege,
responsibility and skills. (7)

In the history of education, the rural one room school where one teacher

taught all grades, made use of the older children helping the younger ones.

The development of education is still so recent that there are many active

teachers who began their careers as teachers upon graduation from high school

teaching children and young people with whom they had recently been peers.

In colleges and universities, there is a long tradition of the use of teaching

assistants, laboratory assistants, readers, etc., both to relieve the professor

and to allay young people the experience of teaching.

Among middle-class children, a favorite pastime is playing school and

children devote many hours toward reinacting experiences conveyed to them in
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their classrooms. This play has been fostered by popular radio and television

programs actually giving children ideas and paraphernalia to mimic their school

experiences.

By limiting teaching experiences to educators and classrooms potentially

valuable learning situations are disregarded or taken lightly in the education

and maturing process of children and young adults and in the ever important

area of re-educating adults. Systematic use of cross-age relationships in the

Peace Corps, is perhaps one reason for its popularity among young people, They

feel they have a purpose and are doing something worthwhile. Young people have

natural abilities to communicate easily with others who are culturally and soc-

ially different from themselves.

In our society today, the major responsibility for helping child-
ren to acquire the skills, attitudes and values necessary to function
successfully as adults has been placed in the hands of pa'rents andeducators. This model of few adults and teachers working with and
being responsible for such a complex learning program present serious
difficulties. There are several limits to the amount of individual-
ized attention the learner can receive. The major weight of all learn-
ing transactions is placed on the relationship between an adult and alarge group of youngsters.

We may not be making the best use of one potential resource which
our youth possess. 8)

We felt the project offered a unique opportunity to try cross-age rela-

tionships in teaching at several age levels in the school. With support and

help from adults, some children presumably would be able to get closer to

younger children, both in terms of passing on content material over which they

had recently gained competancy, and in the socialization process. Ideas for

use of systematic cross-age relationships came largely from the experiences ol

the Lippitts in their Ypsilanti-Monroe cross -age project. Mrs. Lippitt served

as a consultant to the project.
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It has been our experience that children, with proper training
and support from adults, are able to function effectively in the roles
of helpers and teachers of younger children. They find this type of
experience meaningful, productive, and a source of much learning. (3

Separately, Odgers. (91 formerly a hospital corpsman in the U.S. Navv,

had gained considerable experience working with emotionally disturbed service

men. Following his military service experiences, Odgers obtained a teaching

credential, and experiemented with cross-age teaching in his sixth grade at a

Hunter's Point Elementary School in San Francisco. For the past year, he turn-

ed over his desk to the children, did no direct teaching, but worked mainly

with the Holders" helping them develop teaching skills for working with the

"youngers."

Pre-studies.

During the month of May the two parolee members of the Change and Develop-

ment Team spent full time at the project school getting acquainted with the

children and the neighborhood. It was important to test out the idea of cross-

age teaching to see whether or not the children of the project area might ac-

cept cross-age teaching. The teachers of the first and fifth grade had been

hired for the summer project. Their classes chosen for experimentation. Mrs.

Lippitt had cautioned us earlier to keep as many years distance between the

children as possible as it would give both levels greater encouragement and

more to teach and learn with. The two parolees each began a study of a group

composed of six fifth grade children, selected by the certified teacher as

children he thought would both want to come to summer school and who might have

some skills in teaching younger children. The two parolees met with their

study groups approximately thirty minutes a day, talking about the summer pro-
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ject. They began talking about the possibilities of teaching first grade child-

ren and discussed ideas of how they might go about teaching, that is, the physi-

cal conditions most conducive and ways of teaching as well as what the children

needed help with.

The twelve fifth grade children in the two study groups became excited over

the prospects in a very short time. Arrangements were made with the first grade

teacher for each of the children to help out a child in the first grade, who

needed help with one of the fundamentals, such as reading, spelling, arithmetic,

etc. The younger children seemed to accept the idea almost immediately and at

a designated time the fifth graders would go to the first grade, each taking

their child by the hand to a place of study.

School grounds were extremely limited and the children seemed to like to

work best in the cafeteria as it was large and they could get off in the corners

and across tables with their youngers. They could also sit outside and find

places behind buildings, etc., where they could have some quiet and privacy.

The two parolees made themselves available and observed the teaching sessions

noting things to bring out in the post-teaching seminar with the olders. The

first grade teacher would help the olders by giving them ideas on what the

youngers needed help with.

In the beginning the alders mimicked the teachers, selecting teaching aids,

such as text books, flashcards, etc., and would consult with the parolees and

the teacher for help. Most of all they thought up homework for the children

and would begin their teaching session by going over the homework. There were

naturally problems in the early stages in that some of the alders gave homework

that was too difficult for the youngers, and some of the youngers became frust-

rated and would have older brothers or sisters or their parents do their home-
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work for them. As the community was a closely knit one, this information was

soon feclack into the teaching seminar. The olders expressed their frustration

at this and after having scolded the youngers would then begin to take a look

at their own teaching methods. At one point, one of the fifth graders, who was

especially consciencious and involved, asked the principal if there was a train-

ing film for "grown up teachers" on ways to teach that they could possibly get

to see so they could improve their teaching of the younger children. On days

when olders were absent other olders would automatically take on two or three

youngers and help out.

The olders would walk the first graders back to their room hand in hand at

the end of the teaching session, talking all the way, being sure they knew what

was required of them the following day. They would then return to the old bar-

ricks, which the parolees were using as temporary headquarters, and hold a post

group seminar. Frequently the two study groups met together as they found they

had common problems with the younger children.

The following are some of the comments by the parolees in their early ex-

periences with fifth graders teaching first graders:

John a V./at ghadeh taught by Jin a iiith gladet. At Pat
John .showed velLy slow improvement and was being lanced to do evehy-
thing by Jim. Jim had to make him 4it down, sit stiZt and iotce Gam
.to do things. SZowty John started tea/ming as Jim became mote aware
oi his Aliment &aiming s.4 e. As they phognessed, John showed
rather tematizabZe plLogne64 and seemed to want even mote outside monk
to do. The iihst 9/Lade cetti64:ed teacher tepolLted that in a hew weeks
he had moved Sum the bottom oi his ctass in 'Leading to the upper
thihd. Perhaps the main thing i6 that someone showed a tittte inteh-
est in John and this was something nobody had even done beiote. He
had been observed taking his book back to c,Eass and heading all the
way Wm the caietetia, something which he never did beiate. Hi6
whae attitude towcvtd Zeahning has notabty changed and wants to get
down to business immediatay when the teaching begins. He has he-
centty asked he cowed became a teacher and Lo asking he cocked
have a kindetgattenet to wank with everyday as Jim wanks with him.
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Bite is the mast tas k okientated teachers o6 the twelve.. ?wring a

twemty minute teaching zezzion he 42 veay much "on edge" and id zeAiouz

toward teakning. He 4.4 the mast consistent oi ate the Wth gkade
Daity he gets down to wokk and sham a zttong .interest in teach-

ing, atthough in the teaching zeminak agekwakds he oaten shows di4- .

zatiz6action tximmd hL teaching methadz. I beeieve th.Lo iz.beeauze he

4:4 a tittee threatened becauze o Lucy, his 6ikst gtadet. She 4:6 very

ztAong, very aggtessive and a vety fast teaanek. She put great de-

mands on kim and i4 very witting. He id beginning to Look at hen atti-

tudes now tathet than just teaching. This 46 cauzing a great change in

him,

Many very impatient. She iz impatient with anyone that she wanks

with. She .us an expeciatty bright chi ed and 42 having difficuttiez with

the &4n zt gaadet that zhe woAking with. It hob been diaicutt ion he

to 6ind a aate tiok het6et6 becauze the 4iAzt grader doun't want to zet-

tte down and doesn't seem intekeisted in teaAning. Robin .us ven.y conzizt:

ent, always trued hand and getz to woak even though teaching doezn't go.

well as it could. in only two weeks she haz zhown considetabee imptove-
ment in hekzet6 by teakning to be mate Patient with het student. She

intekacting better with adults and with me as she now hob que6tion4

about he chitd that she need hap with. She 44 also having zeniouz

problems £n het home ti4e. that ate intet6eAing with school.

Paul was the teaztintekezted oi ati £n teaching. He jurt didn't

seem to be able to zettie down and be zeaiouz. At timers he ttied but

he needs continua paezzuae to keep waking. In the past dew days he

seems to be waking with tezz paezzuke and showing mote .interest.

younger is now waking with a kindekgaatenea and it zeem6 that Paut 4,4

able to take on a new tale in keeping the (.vast gtadet with ptobtems

with hiz kindeagaktenea. He seems vent' enthuziaztic about thi4 and
6z vs motivation has changed quite conzidekabey in a Ow days.

Satey extaemety dependable and 44 an excettent teacher. She

woAking with two chiedAen. She has het tezzon welt thought out
ahead ofi time and immediately goes to wad. with het two chitdnen.
She iz veky quiet, dependable and ztuady £n teaching ketationzhipz.
At iiaztzhe was very 4ZOW untie she zeemed to have caught on and
zeemz to be spending a. great deal o6 wank outzide the ctazz. She

has great taoubte in the zeminaa with her own peens . She 4.4 Loud,

and hand to get along with. But het success in teaching zeem6 to

give he something veAy important and she As now able to Look at zame

a4 het own behavior in the zeminakz, She has made one oiS the biggest

changes o6 any ix the .study gaoup.

Lucy .6 the stacngeist o6 all the (-Last gAadeAs. She is mast

zeaiouz about schoot worth but she is veAy shy and never .interacts

with stvngeA2, She has taken to having an olden teacher extremely
welt and Last Fkiday I took hen down to the kindetgaaten as zhe wanted
to wokk with a youAget child. She has two di46etent learning ztytez.
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On one hand she Lazes to be as/Lawn how to do things and on the °then.
hand 4he wands to do thing4 on hen own: She Ls a vety active teauet
and 4eem4 to want continuaety to have things to do.

In the project proposal we were originally cautious about cross-age teach-

ing but these experiences enabled us to see that we had been unduly so. Some

of the certified teachers and the assistant teachers not having experience of

the two parolees and being somewhat less optimistic about children teaching

other children tended to have doubts about the whole idea.

The week prior to the arrival of the children, Mrs. Lippitt visited the

project for two days as consultant. The first day, some of the first and

fifth graders the two parolees had been working with were brought in for a

teaching session which she observed and held a seminar following it. Using

this as a point of departure she opened her seminar discussing the strain on

the average certified teacher working with a large group of children. She

talked about the guilt that the average teacher feels when she cannot meet the

needs of the children when she had large classes and secondly, how difficult

it is to cope with an administrator who woad not approve or understand the

guilt. Mrs. Lippitt posed the question: if the teacher admits her guilt of

not being able to handle the need, will her administrator understand? She

pointed out that for teachers academic work comes easy or they wouldn't have

gotten where they are and thus it is harder for teachers to understand child-

ren's discouragement and non-ease in working with academic work. She cited

her observations of parolees, one who had been a high school drop out, ob-

viously had experienced difficulties in academic work and that this made it

easier for him to work with the children and sympathize with the children who

were having difficulty with it too. When the par:lee stressed the importance



PROJECT INNOVATIONS

of achievement, it meant much more to the children than coming from the

teacher.

In one seminar, Mrs. Lipp:at commented about the "physical nnrnmiirrinn"

of the two children working together in the teaching relationship and also

with the two parolees and how important this was. She continued that every-

one needed encouragement and "success" as well as stating that their purpose

in belonging to a specific group or "cause" that is bigger did well and feed-

ing this back to them in their seminars to make the child really feel im-

portant. She used the phrase of saying to the child "that's great!" Hope-

fully the older children would do this well in working with the youngers.

At a point when learning was to take a new direction she would offer sugges-

tions like "How could you do such and such so that your student could feel

terribly important?" This in turn would make the older feel important in

working with the younger because he had now moved into a new role. She made

a great point of presuming that behavior existed with a little child, "How

would you make those children not be frightened?" rather than saying, "How

many of you were scared, when you were little children?" One of the most im-

portant aspects of olders teaching youngers is the feeling of confidence they

develop through helping and being admired.

This is particularly important to the child who feels inadequate
within his own age group. It gives him a chance to see himself as
successful in relation to those not so adequate as he, and a feeling
of being needed by youngers. (10)

The Project.

We originally planned to have six children from each grade teaching

children in another grade who most needed the help under the direction of a
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certified teacher or an assistant teacher. As there were (-AM ambivalences

and unresolved conflicts about cross-age teaching a few days before the child-

ren arrived we decided to make cross-age teaching optional at all grades but

urged that the staff experiment with it. Therefore, it was left to the teach-

ing teams to decide whether or not they wanted to experiment with it.

Interestingly, all teaching teams tried cross-age teaching although the

success and enthusiasm varied a good deal. It was left informally to the

certified teachers and assistant teachers to work out the manner in which it

was carried out. Some children were left to work with another child in what-

ever area was needed and others were given considerable aid by the teachers

and assistant teachers as to what the child's needs were. In general the

concept of children teaching other children was well accepted by the child-

ren and by most of the staff by the end of the project. Some rather impres-

sive ways of understanding children by children in their teaching by interests

and needs became quite apparent.

One high school student teaching nine, eleven year old children gave

the following account:

Linda was pennaps the most ei4ective citoss-age teachen in outs

ceasstomn. Howeven, she was not very Wective with het students

when she gut stanted teaching. Het student, Jeanne, was yety dis-

intemsted in hen zchoot wank, she te6used to tead, wank on hen

atithmexic, ot do just about anything constAuctive. The only thing

that she neatty tiked to do was to coton and to do ant watk. Linda

tAied teaching het by using the weaning that she enjoyed doing so

much. This method ptoved veky successia. Linda attowed Jeanne to

assist in making het own gash eands san the atphabet, numenats, and

diSSicutt wotds. Jeanne cut the gash caAdis in many di6lietent shapes

and )3/tinted the needed inpmmation on them in many di6ienent cotots.

Soon, Jeanne RUA /Leading and doing hen anithmetic in very cototSut

bookz, some oS which she hetped eneate heAsetS. Linda aeso brought

play money to schoot to hap Jeanne Leann to count betten. Linda

eiiectivety made a game out oi this attivity and it WO a tot (ill an

Sot Jeanne.
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Avery subtle kind of role playing by this same ten year old child in

working with her younger was really quite creative and very resourseful. A-

gain recounted by the high school assistant teacher:

I tieet that the most e66ective method that Linda used was attow-
ing Jeanne to become the teachet and she became Jeanne's pupit.
Jeanne's nesponse to this was very encounaging. Linda would putpose-
iutty make mistakes when Jeanne was using the wand gash candy with
het. In this way Jeanne would have to COAUCt hen and teet -hen the
'tight answers, 'moving that Jeanne knew the couect answeAs as well.
It had become very monotionous bon Linda to conti.nuatey quiz Jeanne
on the gash cards. However, this way Jeanne could feel very ptoud
and useime, white helping hen Leann.

The most .important technique that Linda used with Jeanne was
to pkesent het with hen own problems and .Let Jeanne my to cope with
them. Again and again, 1 noticed Linda ask Jeanne she could play
with etayons on draw on go outside and play. Each time that Linda
would do this Jeanne would took somewhat annoyed but she would atways
think oi something batet and mote constAuctive ion Linda to do.
Latex 7 noticed that Jeanne was Less inctined to ask Linda to let het
caon so much. Wen suiiening the same problem heirseei, she gnat-4
teatized Linda's problem and tried to help hen with it. Jeanne is
really an intelligent and pekceptive tittle gite and I feel that both
she and Linda benelited greatly titom the cAoss-age teaching pAyg4am
in out ctassnoom.

Some of the children did not take to teaching very well and became dis-

couraged at their efforts. Some could not get the children to sit still and

listen and they would hit them or pinch them to try to control them. They

did experience many of the frustrations that teachers go through in the class-

room in getting the attention and motivation of the children. One ten year

old, who was quite a slow learner was given a seven year old and it became

apparent after a few weeks that he was withholding information from his young-

er. He later said he became upset iecause the younger knew more than he did

and so he was trying to increase the distance by withholding knowledge.

Seminars for the Olders.

We found, as in the Ypsilanti-Monroe project, that frequent, scheduled

- 110 -



AO=

OLDER CHILDREN TEACHING YOUNGERS:
EXTENSIVE USE OF "CROSS-AGE RELATIONSHIPS"

seminars with the older children are extremely important in order to give

them support, and help them with human relations training as well as help

them plan content and ways of teaching. They experience some of the same

difficulties in working with children that adults do, and often resort to

some of the same methods of dealing with difficult interpersonal relations.

The following account taken from a tape recording of a seminar of 10 and 11

year old children discussing a particularly trying session with 6 and 7 year

old children is illustrative of the help the olders need. John, who volun-

teered to substitute for another older who was absent reveals some of his

frustrations in working with his regular student, Bill. John himself was an

extremely active child, who was observed in the regular school year to be a

behavior problem in his regular classroom, not being able to sit still or

listen to the teacher.

Bitt cheatz. Wet& today the teachek's in them_ and he's in
there wotkin' and evetytime 1 .turned around to go hap somebody,
when somebody else wanted me to hetp them, welt, Bite wowed just
Jun and ptay around an' evetythin'. An' so then I asked him 'teat
Undty i6 he'tt 4U down an' do uloAk a tittte bit and he kept on
hottaAin'. 1 never had tuubte tike this be6one an' he kept on
hottaAin'. 1 gave him 6ive pages .06 anithretic an' zo he done
an' then when I Leave he goes and teMs somebody the that he can
go thorough the pages and then do anything he wants to OA ieets
tike doin'.

The older reveals his concern for the child and his need for assistance

in coping with him, as well as his concern for his own image as a "teacher"

in the eyes of the other olders and the youngers. This is especially signifi-

cant, as John, only a few weeks previously was felt to be quite irresponsible

and was the cause of a great deal of class problems in the regular school year.

John, continues in the same seminar, revealing his frustration in not

knowing how to cope with Bill's behavior:
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I tAled this monnin'. I got him and spanked him. And then
aitet I gat thnough spankin' him he, use ,teed down, but then in a
tittee whiee he gat back up an' stanted ho akin' again an' wanted
to tat& to .somebody ee6e. I teit him aeone. Wete, he wad 'Lea
good aiten I gave him that tatee spank in' - he setteed down then.
16 he keeps actin' up Like that I keep tettin' him 'I'm goin' to
tete yowl. teacheA'. He zay, Wease don't tete my teachee. So,
I tele him, 'You. ei.ther gonna act tight of I'm gonna tete you/L.
teachere. An' 60 he say, 'okay'.

Continuing in the same seminar, John began to question what he had done

and how he might better understand and work with Bill. After he had worked

out some ways to cope with this behavior, he began to get interested and con-

cerned about Bill's abilities and how he could best work with him. Further,

new to John, he admitted he needed help and was not totally up to the situa-

tion,' a new position for John, who formerly showed little awareness of any

inadequacy:

I decided I showed wank with him mote than I do tight now.
Instead heepin.' evetybody eese, I'm gonna woldk with him a tot
now, inotead oi the ()then. kids. When he statted teadin', he can't
punounce the WOAdd. So what do you thnte. I 4houtd do?

Joe: Give him a couple of &vats and ht'tt pitonounce hL4s woltd6!

No, 1 don't think that woad do any good. 1 think i6 I can
get somebody to hap me to want. with.him, he'et ptobabty be a attee
better. I think zomeone a tutee olden cooed keep me with him,
Like Ceaudette, she's matt, she's higher in hen pade4 and everty-
thin', 40 I think I Ahoutd get heir. to heep me with this tit tee boy.
What do you say, Claudette?

Claudette: It's atAight with me.

One difficulty in the cross-age teaching was the lack of followup in the

seminars with the older children as well as the youngers. Some of the assist-

ant teachers made themselves available during the teaching sessions, took

notes and then held seminars with the olders, afterward helping them with

teaching methods and encouraging them. Others seemed threatened and disinter-

ested and avoided systematic daily meetings with their children who were teach-
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ing or being taught. A few of the assistant teachers who had children being

taught by others met each day so they could discuss ways of helping the olders

and youngers work together.

We felt that a great deal of strength would have been added to the cross-

age teaching, had the youngers met regularly with the assistant teachers or

the teacher in the classroom to get them to recall what they had learned from

the teaching sessions and to set up expectations from the next day or the next

week. The use of setting up short-term expectations by both youngers and

olders, and followed by systematic review of the accomplishments was not pick-

ed up systematically in the project. This would have given strength and

interest to the seminars with the children, as they could have made predict-

ions, then looked over the actual progress. Much of their seminars could

have centered on looking into the rationale for the discrepancies and then

with this knowledge, they could set new expectancies.

Considerable attention needs to be given to (1) training of certified

teachers in relation to their attitudes toward letting children teach other

children and how to be helpful, (2) working intensively with non-professionals

and helping them to encourage the children rather than criticize them when

they make mistakes, (3) devoting time to training all staff in holding regu-

lar systematic followup meetings with both the olders and the youngers to get

them to review what they have done and better conceptualize what happens in

the teaching-learning transaction. They need help to make more systematic

"expected- to-observed" plans for the following day. A few groups tried, suc-

cessfully, a weekly meeting on Friday with their children to get them to re-

view what they felt they had taught and what they thought they had learned
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for the week and then helped them to set up expectancies for the following

week.

There seems to be little doubt that an entire classroom of older child-

ren can work with another classroom of younger children if the certified teach-

ers and the non-professionals work closely together and think through the pro-

cess carefully. Teaching sessions for children, in our experience should be

short. In this project they were limited to 15 to 30 minutes and it was found

that a great deal of learning can occur in this amount of time. Children also

need to have "corners" or places where they can take their child and be rela-

tively alone and quiet. The noise and confusion of a classroom is not con-

ducive to individual study and the children seem to sense this almost automati-

cally as they begin to teach. They especially enjoy working out on the lawn

and out of doors. As the project moved on they were more resourceful and be-

gan looking toward other ways of teaching than those traditionally imposed upon

them in the classrooms such as books, workbooks, etc. They began with these,

almost mimicking their former experiences in the classroom, and then moved to

more imaginitive methods, bringing things from home and looking for what would

most interest their youngster. Content learning as well as socialization pro-

cesses can be extremely effective with the systematic use of cross-age rela-

tionships.

Most all of the older children teaching the youngers need to be given con-

stant encouragement and what Peggy Lippitt has called "at-the-elbow" help or

support during their teaching sessions when things seem to go wrong. They

needed to work with an adult after the teaching sessions so they could better

understand what happened and think of new ways to work with their younger. The
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Lippitt's have prepared a series of training memorandums and two excellant

papers which deal with these procedures in more detail. (11)
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GROUP DISCUSSIONS IN THE CLASSROOMS

One of the more fundamental principles of educational practice is the

importance of relating curriculum to thP nature and interests of children

Studies have shown that disadvantaged children have unique problems of

adapting to a school environment. In our early observations at the project

school, we noted the restlessness of the children, their apparent short at-

tention spans and the great amount of physical contacts with each other,

often beginning in play and ending in fights. Many younger children were

afraid of the older children, especially the more aggressive girls. We

proposed to find out if the children were given daily opportunities to talk

about their interpersonal relationships, with peers, other children, and

adults, whether some of their restlessness could be mobilized into learning

activities. Or, to what degree might it cease? And how could they increas-

ingly share in daily decision-making and learn to seek alternatives rather

than be guided by right-wrong dichotomies ultimately reinforcing their dis-

couragement and powerless self-image?

Locking at studies of older physically active youth, it seemed that it

should not only be feasible to try total classroom discussion meetings, but

that they could enhance the learning process. In designing the project, we

were encouraged by pilot studies of three elementary teachers. In the fall

of 1963, two elementary school teachers in the San Francisco bay area began

daily discussion groups with their children (first and sixth grades) in pub-

lic schools, mainly composed of economically disadvantaged children. Both

had worked extensively in therapeutic community psychiatric units in the

U.S. Navy, and were involved in establishing themselves in new careers.
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Miss Helen Fannon, a psychiatric nurse had retired from the Navy and returned

to school to obtain a teaching credential.

Mr. Rodney Odgers, a neuropsychiatric technician, who became a teacher,

became interested and skilled in working with seriously disturbed patients

in groups. Both Miss Fannon and Odgers demonstrated the feasibility of ex-

perienced people working with very young children in discussion groups.

Encouraged by an amount of these experiences, another certified teacher,

Mary Beem, taking a University Extension course entitled, "The Therapeutic

Community," on the Riverside campus, began a daily discussion group in the

fall of 1964 in the 4th grade of an elementary school in San Bernardino.

She had many economically disadvantaged children in her class. William

Knitter, a college student also taking the same class, helped her begin

the meetings. Miss Beem reported results similar to the other two teachers

and became enthusiastic over the interest and maturity of the children in

handling complex interpersonal relations in the meetings. Mary Beem re-

counts her beginnings of group discussions and comments on her impressions

of the children:

The meetingz wv.e "6.auctwt..ed," az an attempt to help the
chadAen undeutand the meaning o6 "comrunity" "A vamp oi peopee
tiving togethek undek the tame taw6." We organized out ceautoom
az an attempt to zee the eaect o6 au & attitudez and behavior on
each other. fhe gtoup woad con4tont I to membeitz with in0Amation
on Oedback obzekved at heard, and had th.iz up az a mivzok. eon the
individuae to zee himze4. The one extended hap waz then 6tee to
decide whether on not he wanted to make any changez. The chiedken
were encouxaged to telate to one anathek 6keeey and f4 "'Leach out"
and heep one anothek zave theik own pkobtemz.

Chitd4en cute 4kiteed at wwthing through the delienzez each °then
zet up, az zignaez to tky and zatiqy the neat needs in theik tivez.
Fat exampee, oven-aggkezzivenezz can be zeen az a de6enze eon the
'teas pkobeeft o6 -Znadequacy, It was hoped to deveeop the chaitactet

tuatities
o6 humility, honesty and zincekity by o46eiting oppontunitiez

o expeoke opinionz and dizcuzz pko6eemz.
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From the apparent success and enthusiasm of these three elementary

school teachers, in three different schools, all working with econorically

disadvantaged children, grades one, four and six, we were eager to intro-

duce daily discussion groups in all the classrooms, including the pre-

school and kindergarten. The classroom size in project was limited to

24, although all the three pilot studies reported above were in larger class-

rooms - all with over 30 children.

The two parolee members of the Change and Development Team, who had

been participants in a therapeutic community and had had some training in

group discussions, spent a month at the project sdool and experimented with

ways to begin such meetings. They held informal daily meetings with first

and fifth graders, at first oriented around their cross-age teaching expe-

riences. The meetings soon included peer interpersonal difficulties, and

within a short time, the children were bringing in a wide variety of per-

sonal behavior, including things happening at home and in the community.

From these experiences, it seemed feasible to have discussion groups at all

levels.

There was not sufficient time for extensive training in group discussion

procedures prior to beginning the project. However, we felt that through the

participation of the total staff in a variety of orientation groups (e.g. the

weekly "like meetings," the weekend sensitivity training group and the daily

total staff seminar) they would become reasonably familiar with the process

that further on-the-job training would assist them in developing some funda-

mental skills.

Mrs. Anita Gamson, a mental health counselor from Bethesda, Maryland,

and former housewife who had an extensive training in human relations as part
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of Margaret Rioch's study (see Chapter 21), spent four days with the staff

at the beginning of the project, offering "at-the-elbow" assistance in the

classrooms and held total staff seminars on group processes. Mary Beem was

hired as a consultant and spent regular time with the teaching teams, sit-

ting in on the group meetings and offering on-the-spot assistance. She

brought along tape recordings of her own work for the staff to help them

develop c "model" of group interaction. In addition, four of her fourth

graders visited the meetings and offered assistance to the children and

staff. Meetings on group discussion procedures were held during the lunch

hour for those who wanted more assistance. Each of the teaching teams,

except one, had at least one member who had some familiarity with discussion

groups, although their experiences varied.

TABLE 18A

MEMBERS OF TEACHING TEAMS WITH EXPERIENCES
IN GROUP DISCUSSIONS

Team Team Member

Pre-School College student
Kindergarten College student
3 College student; Certified teacher
4 College student
5 College student; High school student
6 Certified teacher; College student
7 None
8 Certified teacher; College student

Initially, all but three of the certified teachers were somewhat at a

disadvantage, not having had training or prior experience in groups, and

having a non-professional team member who had. Seven of the eight college

students had been actively involved in groups and felt comfortable with

them.
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Observations on Discussion Groups.

Discussion groups were held in all eight classrooms. They varied in

length (from approximately 15 to 30 minutes) and time of day. Most met just

after the 15 minute recess break for the reason that after physical activity

and contact with other children it seemed easier for the children to con-

centrate as a total class, and discuss their experiences.

Even very young children were able to meet in groups of 24 and discuss

their perceptions of interpersonal relations. At the beginning of the summer

school the pre-school group met in two groups to help the children learn to

sit still, listen and be able to focus on topics. After a week they were

able to combine them into a total gioup. The certified teacher recounts:

Duking the 4econd week, we had them aU in a &Adz, on

chaila, and tatening oa to Thi4 does not mean itwao

an in4tant Aucce44. We were &ate having pkolleemz at the end

o6 4ix week4, wanking our "kebet4" into a think in I

had not expected to get anywhete with thi4 age eveZ on the

gkoup meeting and I wa4 40 peea4ed with the ptogke44 that did

occur. Some chi edken were vekbatizing their ptobtem with

aggte44ive chitdken on attention-demanding chiZdken.

In most of the groups, children at first raised their hands to be

recognized by the adults, and had to go through a period of learning to

get a semblance of order by mutual consent. Leadership of the discussion

groups shifted among the adults. Some of the college students became rec-

ognized leaders. Leadership also varied with recent interpersonal contacts

with the children. For example, an adult who had been present on the play-

ground when an incident occurred that was being discussed, would naturally

be in a more advantageous position to help with observations and discussion

of the events concerned than another who wasn't there.

Mary Beem brought four, fourth-grade children who had been involved in
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their own meetings for a year, as consultants. They visited various meetings

and offered help to the children and to the staff. They held a discussion

after each visit and tape-recorded their impressions over a sack lunch before

going home. To lend sanction to their work and make them feel more like the

grown-ups on the staff, Mary Beem paid them one dollar each, per visit, for

their help. Some children from one classroom of older children also helped

out with the younger children in their discussion groups.

Some comments by Mary Beem's chiLdun (as consultants) following a visit

to one group meeting of younger children, are illustrative of their acute ob-

serva-cions of behavior:

1. It would be hapicuZ i4 the 1ud4 wouZd think about what they've
saying, so it would make bettet sense.

2. Evekybody seems to be taking at once.

3. Somebody 4houZd Zisten.

4. Some o the teaches had a "ditty Zook," on theit. 4ace but
didn't Aay anything. It might be bettet to come out and
say it.

5. It £ooiz4 Zike the teachets might not cake on, e.t.s e they might
be 4/Laid to say what they think.

6. A child was sitting on a teachet's Lap in the seminat. Some
chitoken's behavLok aws being ignoked by teachms. Both must
have made the other ch -n in the 9/Loup Feet badly.

Mary Beem gives the following dialogues observed in a group meeting of

7 to 9 year old children and her observations:

EXAMPLE OF BEHAVIOR CHANGE IN CHILDREN'S SEMINAR, 1st Grade: Ton came
into the room late and quietly took an empty chair in the circle. The
seminar was being disturbed by Jim, who would not join the circle. He
insisted on banging a chair in the corner of the room. One adult ob-
server sat outside the circle. Five assistant teachers were distri-
buted in the circle.

Sadie: Don't you want to come into the gimp meeting? (looking at a
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Observer: Yez, thank you, I'd tike

Joe: Axe you a pneachek?

Observer: (Smiling) No, I'm a pkincipat.

Jim (a 7 year old child) also brought his chair into the center of

the circle and sat crooked, swaying on it and singing quietly during

the discussion.

Tom: Jim, you are doing the veky 'same thing 1 did at the gut o6

the same/1. 4choo.e. I buught my chaik into the centek and Oat

them..

Assistant Teacher (college student): Yez, Tom I Aemembet. How cowed

we. help Jiyn with thi6?

Jim: I'm staying kight here.

Tom: I put my chaiA in the middee and got attention that way. Jim

is doing it Son the same /mason, 1 think.

Mary: It's hand to zee Oh to k.

Tom: Come on ova heke and 4it by me Jim.

Jim stands up, stretches, embarrassed - drags chair to opening in

circle by Tom. Jim listens thoughtfully to remainder of the session.

Comments:

1. Tom pnovided the in01mation Jim needed to zee the motive

o6 his behavion.

2. The azsistant teachenz .eel Tom be the spokesman Son the

group and suppoxted him.

3. ii11114 de6enze - "a show 46," waz an attempt to zatiz6y his

need Ron acceptance.

4. KLA pubeem wa.6 met tivt.ough invaevement with, the group

4eminax.

5. "Peet-aid" zeemed to hap the "heepek" ad weft ad the child

be helped.

How the Meetings Could Have Been Improved.

1. Provide zome ztkuctuke at the beginning.

-122 -
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2. Gnecavt. teacher. zuppolit ion pazzive chaditen to bring
=tent ieedback to group di6a1,44ion.

3. Need bon greaten undeutanding oi the aggte44ive
"acting out," behavior.

4. Incteaud, "cto44-age," and peek auiAtance in getting the
meeting4 going at the beginning.

Immediate functions.

The daily discussion groups served three immediate purposes for the

classroom groups for they enabled the children to have opportunities to

learn self-control and contribute to tasks of learning, rather than being

recipients. The following examples of dialogues are by 8 and 9 year old

children.

1. Planning and sharing in decision-making. Children increasingly

became involved in making plans for their own learning and in the total

classroom situation. It became apparent early in the project that the

typical classroom setting was limiting to the goals of the project. The

children became aware of this.
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Beth:

Shirley:

Sue:

Shirley:

Beth:

George:

Sally:

Sue:

EXCERPT 1

Whyte can we go to do our c../Loss-age teaching on to wank
on min pkojee.ts, when it .us 40 nobsey in -the. noom?

Maybe we coutd take some tabtes out on the walk in the
connidan and wank thee.

1 don't think we cowed wank very welt out the/Le. People
would bothen cus.

Maybe it wouldn't be so good. Peopee might tAip oven U4.

Not eve' yone would be wanking out there. Just those who
wanted to wonk iastek.

Weft, the ones that got 4inished 4inst could help the stow
ones. We don't all gel through a the same

You., &Lae and Sandra, were /running in the hatez
necess today.

you shoutdn't do it. It's not 4a6e.

Summary and themes: How can we rearrange a crowded room to better
suit the needs of the children and decrease dangers of running when
other children are playing anC working.

2. Clarification of Reality and Distortions. Many younger children

live in "perceptual worlds" bordering on reality and their dealing with peers

and grown-ups are based on make believe and fantasy. One aim of education is

to help them develop more accurate perceptions. Initially the children ex-

perienced difficulties in accurately feeding-back their behavior, expecially

if it was seen by others as "wrong." They had difficulties in, as they put

it, "telling the truth," when it might be seen in an unfavorable light. In-

troducing the idea of help, change, and means to accomplish movement in human

relations, assisted the groups to define their own tasks.
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EXCERPT 2

Teacher: What's the di66enence between hetping someone and
tattting on them?

James: welt, i6 you ask them why they do 4ometh2ng in the
gtoup meeti.ng and tit.y to zhow them the night way
it will. help them.

sally: When you tattee on zomeone, you have a good iee,Ung
inside, but when you seed back, you ieel bad, becauze
you might Lose a Otiend iot a whi2.e.

Visitor: What about using atteAs to tent what has happened
(teacher) about peopte and then no one mitt get his 6edings

hunt. Oh. we coined say, 'I .saw three people doing
thi,s,' but not mention nameAs. The poepte we wae
taking about woad know who we meant, but the gnoup
wouldn't. The pnobtem wound be zotved too.

Jim: Are we going to use te,ttem and no names? (addresses
remark to the room teacher).

Teacher: Let'4 dizauss it. What do you think?

Jim: I think it's bet,teA. to say the name. Then we know who
to he,ep.

James: I agree. Maybe we woutd get away with something with-
out the git.oup 4ind,i.ng out it was (vs. We'd never change.

Sally: Anyway, 1 don't th,Lnk anyone gets too embcutAa.64ed oven.
what we bring up. It's the Utah anyhow.
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. EXCERPT 3

Bill: _lama, you were inteMexting at the bate. cocoa today.

James: Sue. hit the bate when she wasn't supposed to.
Sue: I didn't. Ask Mike.

Mike: 1 wasn't -Chute.

James: Ralph, she h,i,t di.dn.'t she?

Ralph: I wa,sn't theite.

Teacher: Why do you suppose Sue ieets she needs to ask someone
else to back up hell. statements?

Bill: To neinionce what she says. They won't believe hen
unless she gets someone to back heA. up. She has
trouble getting someone to back hen up because of
hen 4eputation 6on not admati.ng to the truth..

3. Learning to get along together. As the groups matured, they in-

creasingly brought up behavior occurring in the classroom and outside, first

with the intention of punishing the "offender" and later, with the view of

bringing it out to help him understand the effects of his behavior on others

and possibly to seek alternates. Initally the atmosphere was moralistic

and the children framed their perceptions in "good" and "bad". dichotomies.

They also freely interspersed their own opinions, which often mirrored adult

ways of perceiving. Later, some of the groups became concerned with dif-

ferentiating between "perceptions" or that which people see and can agree on,

and opinions and feelings.
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PROJECT INNOVATIONS

EXCERPT 4

Jim:

Sally:

James:

Sally, you jump around 40 at your zeat, 1 can't wank.

I don't mean ito.

Satty, you whiispeA and tan anytime you 4e.e.e. Wm i,t

and batten everyone in the 'Loom; and kunning around
amen thingz a.fi the time.

Bill: I've noticed it too, Satey. Itiz time.

Teacher:

Sandra:

Sue:

Sally:

Why do you zuppoze it'4 60. hand 4ot Sally to 4i,t night
into the gkoup?

She pnobabty doe,6n't think about anyone but heA6e24.

She'z not coed to zchooe yet, are you, Sally?

1 gue,64 not.

Ralph: Sally, I think you zhoued t&y to do better.

Teacher: How can we he,ep Sally change?
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EXCERPT 5

Sally: Can the giAbs ptay with the boys, in basebatt, I mean?

Can they?

Teacher: Welt, what do you think?

Sue:

Jim:

Ralph:

Jim:

Sally:

Bill:

George:

Mimi:

Jim:

I think we shoutd 19,eay.

But they aken't ab!e to kit 04 catch veny

4taw4 OWL game down.

Maybe we could help them a Li,ttle on they

with someone else.

They could ptay out by the 4Aog pond.

I can catch putty good.

I could show you how to bat betten Satty.

We boys coutd hap the giAts. Mimi needs hap, I

think, Don't you, Mimi?

I don't tike to play bazebate.

I think she's aptaid o4 the bad.

well. It

coutd pFay

Implications.

At the end of the project, some of the groups were beginning to deal

with quite complex human relations situations and with sophistication. The

matter of values, for example, was increasingly coming up, and due to the

diverse backgrounds of the staff, many were beginning to question long-

cherished beliefs and purposes in their own lives. Entrenched values (such

as single standards and ranking behavior into acceptable-non-acceptable

schemes) were seen as blocking discussion and hindering the seeking of alter-

nate frames of reference for comparision and understanding.

Extensive training in group interaction in teacher training programs
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should be very useful to the elementary teacher in helping children analyze

social behavior and seek alternative, less inhibiting solutions.



CHAPTER X.

LINKING THE SCHOOL WITH THE COMMUNITY

Home Visits of the Non-professionals



LINKING THE SCHOOL WITH THE COMMUNITY

One of the most important and successful aspects of the project was the

high degree to which it was accepted by the total cor- ncity The "cornmnri4ty"

was not too well organized; it was scattered over an area of seventy square

miles composed predominantly of Negro families, Mexican Americans, and some

caucasians. The community was almost totally segregated, the school being

the only social agency totally non-segregated. Seventy-five per cent of the

families in the community were on welfare of one type or another and what

little social organization existed in the community was more on an informal

basis. A citizens group, The Perris Valley Improvement Association, had been

instrumental in getting a few very fundamental approvements in the area such

as electricity, bottle gas, and water for some. The community was naturally

a suspicious one, especially at outside intervention. They had turned down

an "Operation Headstart" PrograM, based largely on lack of information and

on their distrust of Federal Government interference in the Community.

Acceptance of the protect by the community stemmed largely from three

factors, acceptance by the school, hiring persons from the community and a

large portion of those not fram the community boarding and rooming with fam-

ilies for the summer. The enthusiasm of the children having contact with

project staff prior to summer school was also an important factor in the

acceptance of the project.

The superintendent and vice-principal of the school had been in their

positions approximately nine years and were well accepted by the community.

Dispite the limitations imposed upon them, the school had made significant

progress over the past few years. The school had made some rather impressive
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achievements such as having the primary grades ungraded. A new school was

in the process of being built, planned from the beginning as having a total

team teaching approach. Several of the children who had graduated had made

notable achievements at the local Junior and Senior High Schools. The

school board seemed well pleased with the administration. Both the super-

intendent and the vice-principal were known as people who wanted to make

progress. Their acceptance of the project convinced the school board that

it was desirable. Hiring the vice-principal as resident principal of the

project also allayed many fears and suspicions in the community, as the pre-

sent school administration was identified with the project.

Six weeks before the project began twenty-four non-professionals were

hired as assistant teachers from the community and paid an hourly rate for

training one night per week. This immediately allowed direct feedback back

into the community of what was to happen for the summer. The two parolee

members of the research staff moved in with a retired minister for board

and room the first of May which was the first instance of caucasians liv-

ing with a Negro family. This naturally, aroused curiosity in the neighbor-

hood. The minister told the congregation at church one night that these

two men were "all right" and by having them in-his own home sanctioned much

of the project. His wife was also hired as one of the housewife assistant

teachers. The twenty-four children with whom the research staff worked in

the study groups, were a direct source of feedback to their families and

others in the community and the excitement of these children over the sum-

mer project became a strong force in the community and with other children.

The first of June, another ten of the non-professionals were hired, from

outside the community. They and one of the certified teachers moved into
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the community and boarded and roomed with families. This constant flow of

communication as the project developed and through its completion was an ex-

tremely important aspect of the project and was not unlike the strategy used

by the peace corps.

One example of the acceptance of the project was recounted by a college

student who, inadvertantly had arrived three days early and arrangements had

not yet been made with the family, with whom he might live. He persuaded

one member of the research staff to take him to the home not knowing they

had not been approached.

"Ken (member of the research staff) knew what the hare was be-
cause he had been wading with same oi the chitdnen there doting the
past yeah, at the zchoot. It was a zmait yeZtow hare sevenat hundred
yards inom anothen hawse and zumounded by an inon gate with a sign
waming about the dogz. Taking heed o4 the wanning, Ken yeLeed into
the hawse roam across the Once and a Negro man o4 about 4onty came
to the door. When Ken asked he knew anything about a cottege
student tiving them_ ion the summer he said he woad ask his mother
what she knew. Then an etdetty Negro woman came to the door with a
huge Amite on hen 6ace. She said she had not heard anything about
my coming but that she woutd ask hen daughter who .lived in the back.
She invited us into hen home protecting us Wm the dogs and show-
ing a great cleat o4 hozpitatity.

When she AetuAned she said that heA daughter had teceived a
message to phone the pAincipat but that she did not yet know what
tit was at about. So Ken and I spent some time taking with Mid .

Jamison about hen son Atphie, whom Ken had been wanking with at
zchoot as an ode student teaching a younger one, ptobabty be-
cause we coutd not think o6 anything etze to tatk about az a AZ-
4tket 04 sun orbaAAvzsment about the tack o6 anAangements concern-
4.ng my LLvLng theta 4ot the zummeA.

MA.6. Jam on zuddenty invited me -t4 Live with hen and the
son ion the zummeA. She zaid that she woutd .Cave to have me,
'i4 I was witting to have hen.' 1 was absotutety ovetwhetmed by

hozpitatity. Here a woman who had not even seen me until
ten minute's pteviouz was inviting me to tive with hen ion nine
weeks, and to top .Lt she was acting as i4 she maybe woutd be an
inconvenience to me, rather than vice uenza. A Gov minutes .eaten
1 was tugging wy 4outzuitcazez out o4 the can and into the home.
where I waned be spending the next nine wteks."
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Hone Visits of the Non-professionals.

From noon until three each day provisions were made for the staff to

visit the homes of the children if they wished. Each staff member was free

to work out a plan and a schedule for home visits. Some of the assistant

teachers visited the children with whom they were working regularly on a

once-a-week basis, others less frequently and some not at all. Some of the

assistant teachers rode home on the bus with the children and had lunch in

their homes which pleased the children a good deal and allowed the assistant

teachers to learn much more about what the family and the comnunity were

really like.

Ley Yaeger, one of the younger college student assistant teachers de-

scribes his acculturation to the community and his home visits with the

children he was working with.
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AND MORE COOL AIDE

by

Ley Yaeger

The first day that I found out where the summer project was to be based,

another college student and I went to look at the area that same afternoon.

I had heard that the population of the area was largely Negro and Mexican-

American and that many of the citizens worked as farm laborers. On this

first day, near the end of April, I traveled over some of the back roads

east of the school and east of'Ll.S. Highway 395. I saw several, run-down

farm houses and several farms of quite large proportions. I saw a large

cattle farm, a horse farm, a sheep farm and a big chicken farm. On the whole

I had seen very little of a so-called poverty situation. But I hadn't yet

seen the heart of the Green Valley, Val Verde.

It was not for several days after this first hasty area survey that I

was aware of the tremendous number of students who live in the area west of

395 between Lake Mathews and the highway. This was where I first encounter-

ed rural poverty. I was appalled at the number of dilapidated homes thrown

together with old doors., tar paper, and scrap :lumber. I couldn't imagine

anyone living year-round, through rain and snow and intense summer heat, in

structures like the ones I saw. When I learned how many people lived in

some of them, it became something that I just could not imagine, eight in

that shack, eleven in that made over garage, etc. My first impressions of

the Val Verde area can be summarized like this: More bumpy, dusty dirt

roads than I had ever seen in my life, the paved road is 4 rarity; many,

grotesque shacks, several, tremendous ranches and farms, all in the midst
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of some beautiful rolling hills speckled with many rock formations. And

the dust, I had never seen such dust.

This first surface view was a start, but I hadn't met one member of

the Val Verde community yet. I hadn't seen any people! On June 30, the

resident principal told me that tnere was a home available in the community

where I could board for the summer. I was looking forward to this experi-

ence very much. She gave me the name, the address, and the phone number,

and my summer environment was pretty well set. Work at Val Verde School

from 8:00 - 5:00, and stay with the Reverend McKee's the rest of the time.

A call to the home Wednesday afternoon warned the McKee family of my ar-

rival the following evening and the anxieties began to appear. I had

never lived with absolute strangers before. What could it be like? I was

never so wrong in my whole life as to worry about the Reverend's family

being strangers.

They were only strangers for about ten-minutes. I've never felt so

warmly accepted anywhere in my whole life as when I entered their home.

The Reverend met me at the door and ushered me into the kitchen where his

wife, Mrs. McKee, Nancy, Mr. and Mrs. Gable (friends from up the street)

were chatting around the kitchen table. The feeling of friendship and ac-

ceptance overwhelmed me. From the Reverend on down, I could feel it. In

a short span of about ten minutes, I had been transformed from Ley Yaeger,

a teacher in the summer school, to Ley Yaeger, the McKee's boy (or son).

This first evening in my "home away from home" was indeed a memorable one.

It began a fascinating summer, full of different foods, new breeds of

people to me, and a whole slew of unforgettable experiences.
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To me, Reverend McKee became a close friend and advisor. At home, he

was the one I saw most often. His wife works in Riverside everyday, and

Nancy goes to summer school in the morning, Bible school in the afternoon,

and choir practice or church at night. After being discharged from the

Army due to a heart condition, Reverend McKee became a helper to his Baptist

church. He did much of the cleaning at home, and cooks most of the meals.

He was involved in much work for the church, too, helping all his "brothers

and sisters" in whatever way he could. Because he was home quite a bit of

the timE, I got many opportunities to talk with him. Many of the things he

said meant quite a lot to me and the whole attitude of his family was re-

markable to me. A quite common subject between us was segregation and the

"race" issue. One picture he draws stands out in my mind. One of the first

days I was there, he had been confronted in a supermarket with being called

"a nigger." This was on his mind when he came home and he was wondering

about it. He said, "God is Nature and He made all men to live together on

this earth. Maybe if we were all the same color, the prejudice might be

dropped but why must it be that way. God made a variety of human beings the

same way he mixed the flowers in the field. Look out into a field, see the

many colors of flowers in that field. That's the beauty of it all. What's

prettier than a bouquet of flowers? It's all part of Nature and God's will.

We're part of God's bouquet of life. Some are brown, some are black, some

are yellow, and some are white. There's no reason why color has to mean any-

thing more than that." Just the other night, Mrs. McKee said the same thing

in another way.

The Reverend's wife was working at a home in Riverside that day when one

of the little children asked, "Why are you a different color than I am?" She
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replied, "God made us that way, it was God's will." The little boy asked

again, "Why's your daddy so black?" Mrs. McKee replied, "God made him that

way, too. And, Billie, it's not a question of black or white. Do you think

you're white? See that sheet over there, it's white. Do you think I'm

black? See that shoe over there, it's black. You just come from a light

race and I come from a dark race. We all came from the same three brothers.

It was God's will."

One may differ with the theology, but the basic point strikes home for

me. Just accept people as individuals, forget the surface appearance. This

is the whole atmosphere which exudes from the Reverend's home. (even the dog

Shanukhah) The Reverend has a strong love for everyone and his vibrant per-

sonality makes him the friendliest person I have ever known.

Coupled with these experiences was the new experience of eating an en-

tirely different kind of meal. I could describe them concisely as simple,

starchy, scrumptious, and plenty of what there was. A typical breakfast

would include pancakes, bacon, grits, eggs, and tea, with fried chicken and

fresh biscuits a not uncommon breakfast treat. The lunch packed for me usu-

ally included a bologna sandwich, a peanut butter and jelly sandwich, and a

dozen cookies. Dinner varied pretty much with the exception of three things,

there were fresh vegetables from the backyard garden, there was plenty of

bread, and gallons of Kool-Aid. Fried chicken with rice and homemade gravy

was the most common dinner dish. Fresh Okra, mustard greens, and lettuce

were pretty regular vegetables. However, the most delicious meal I ever ate

was the night we had barbecued spareribs. They were out of this world. The

Reverend mixes up his own special barbecue sauce and he is quite liberal with

it's application. That was the best meal I have ever had. That about sums up
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my life with the McKees: a lively, exciting friendship full of some great

home cooking.

During the time I stayed with the Reverend's family I visited all the

families of the seven children in my "group" several times. As part of the

project, this aspect was called linking. To me, it meant an attempt to es-

tablish a stronger link between the home, the school, and the community by

having the teaching staff become familiar with the homes from which the

children come.

The seven children in my group represented a cross-section of ethnic

backgrounds, two Negroes, four Mexican-Americans, and one Caucasian. When

I was first aware of this contrast, I was wondering if their home lives would

show any significant parallels. However, this was proved untrue, for each

one of my students lived in Val Verde and I think each of their homes was

indicative of life in the Valley.

The Rodriquez family on Old Elsinore Road in "Little Tijuana" was the

first one I visited. I rode the bus home with Joe, my sack lunch in one hand

and three kids in my lap. The bus stopped in front of the house and I fol-

lowed the two boys, Joe and Robert, into the house. I met Nancy, Mike, and

Sammy the other children and also Nils. Rodriquez, who was home at noon for

the first time in several months, because she had just quit h ;ob to spend

more time with the children. Her home bears a striking similarity to many

of the homes in the Valley. The interior is crowded and worn, but very clean.

The exterior is faded and chipping, but is still functional. The layout of

their land, I call sprawling. The land slopes down from the rock: hillside

behind the house. The backyard consists of an abandoned trailer, a dilap-

idated water tank, and a small horse corral with two horses, Candy and Tar-
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baby. The ground is pretty barren, with the weeds battling each for survival.

Just behind the house is an old, wringer-type washer in an area appearing to

be the washing area As one moved past the side of the house, it is apparent

that erosion has removed much of the land's soil as one sees the many big ra-

vines and crevices. The front yard is surrounded by an old white picket-type

fence.

In striking contrast to its surroundings yet common to the Val Verde

area is a small, flower-vegetable garden located immediately in front of the

front porch of the house. The snapdragons have grown mixed in with the corn,

but it is nonetheless a thing of beauty amongst the barren surroundings.

This first Friday I ate lunch with the family, setting a weekly pattern

which is continuing until such time as I leave the Valley. The Rodriquez

home is frequented by many children from the neighborhood, and this first

day was not an uncommon one. The frontroom was crowded with kids who were

sitting around a record player listening to the latest records in both Span-

ish and English. I also witnessed for the first time the case of over-

crowded living conditions. The Rodriquez' had ten people living in their

six room house.

This was not the most glaring case I witnessed, however. The Rodriquez

family next door has 18 people living in their 7 room house. This was the

family I next visited, as Maria was one of my students. The most striking

thing about this family is that it is almost all female, with the only two

boys being the four year old twins, Bob and Bill. The interior of this home

is also very clean while the outside is void of almost any living things ex-

cept dogs and girls: On my first visit to the Rodriquez home I really felt

like I was on display, sitting in an armchair in the corner of the frontroan
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with 8 or 9 females looking at me and the little boys standing in the hallway

calling me something in Spanish which everybody laughed at. (I learned later

it was pelado, or something like that, which is the Spanish word for "baldy".

I had a very short haircut.) It was a very warm greeting, however, and I

felt accepted.

This was to be true of every home I visited. They were always cordial

and very warm towards guests.

Just down the street from the two Rodriquez homes lies the Gonzales

house, Manuel's home. I would call it a quaint house with a white picket

fence in front, long ago painted a bright green with a small patch of grass

in front of the porch complemented by two very young shade trees which pro-

vide a cool place for little children and dogs to get in the shade. The

front porch is always alive, either with Penelope, the pregnant dachshund,

or one of the many children of the family. The backyard is cluttered with

scads of rusty machine parts and automobile hulks. The interior of the house

looks worn yet neat and clean in spite of the nine people who live in its six

rooms. I also began eating lunch at this home every Tuesday. (I was getting

my share of good cooking. Mexican food twice a week, Southern cooking at the

McKees) It gave me a good chance to informally meet the family. Mr. Gonzales

spoke no English but his children could interpret for me. The meals always

included a main dish like chili or caldo, with stacks of tortillas and a big

pitcher of Kool-Aid. All the kids were warm and friendly, but Cathy, the lit-

tle four year old was the cutest of the lot. She used to chatter on in a

strange combination of Spanish and English. Her funniest game was to play

with the cat and call it "Papa" just to antagonize her father. These three

families, the Rodriquez, the Rodriquez, and the Gonzales all lived within a
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hundred yards of each other, but the rest of my kids lived in the far cor-

ners of the Valley.

Jimmy Peters lived some ten miles from the school on Cajalco Road by

the fire station. His home is easily spotted from a distance. It's a

quonset but located amidst a sprawling assortment of shade trees, dogs,

a brick works, and bicycles. Using his trade as a carpenter, Mr. Peters

has expertly rebuilt the small but into comfortable living quarters for

four people, two cats, and four dogs. He works part-time on a brick works

location on the hillside just behind the home which he owns. It produces

stones for walks, and garden, and lawn fixtures like that. I talked with

Mrs. Peters, a young day-night junior college student who was home for

lunch and some afternoon housework, for about an hour. In this time I re-

ceived a pretty complete family history. Jimmy was forced to drop out of

summer school when his mother began going to school full time and his dad

went back to working, but I learned some things about Jimmy in a short time

which made our relationship much more effective.

I visited Sue German's home twice, the second time to find out that

she and her brothers had been sent to Los Angeles to stay with relatives

because Mrs. German was to have a gall bladder operation. However, my first

visit was interesting anyway. It began with a tour of the grounds and ended

with me eating my sandwiches over that inevitable glass of Kool-Aid. M-

tour included a quick once-over of the five room house and then a trip

through the vast outdoors. The Germans own 14 acres of barren wasteland

behind their house. I followed the kids out to some old shacks about a mile

behind the house where they had transformed a collapsed roof into a bicycle

slide. On our way back, we (me and the 3 kids) were joined by the German's
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eight dogs, four look-alikes who are named after the Beatles. We stopped

at the big eucalyptus tree in the back where the kids wanted to swing for

awhile on the rubber hose swings. From the outside, the German home appear-

ed to be pretty run down, but the interior was quite nice and it's the in-

side of the house that you live in. Inside the house, I felt cool even

though air conditioner or fan was not working. It was a feeling one had

when in that house.

Sue German's home felt cool on the inside, but Fred Stall's was cool

on the inside and the outside because of a yard full of shade trees. The

home was neat as a pin on the outside as well as the inside. It was sur-

rounded by a clean, white picket fence and was beautifully landscaped with

numerous flower gardens. Just four people lived in this six room house and

I met the man of the house in a quite unusual way. The first day I went

home with Fred his mother was gone and it looked like no one was home. Fred

silently strolled through the front door to the back room where his father

appeared to be sound asleep. (He works on a night shift) Fred walked in

and shook his dad awake long enough to say, "Daddy, this is my teacher!" I

acknowledged his "Ugh" greeting and prompted Fred to leave the room so his

father could sleep. The Stall home was peacefully set on a dead-end amidst

much shade.

Conversely, the Lopez home was located right in the middle of a dusty

field only reached by a dusty road. The first time I met Mrs. Lopez she

really seemed to be having a lot of trouble. Her husband had been out of

work because of a blood disease for eleven months without any disability or

insurance payments at all. She had been forced to sell two homes they had

owned in Artesia which they were saving to build a really nice home in
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Perris. She was trying as hard as she could to keep from going on welfare.

As soon as school was over, she was going to take the kids up north to pick

prunes and rIrlinn. Her husband had been trying to build them a new home

when he was stricken. At the present, they live in an old house just adja-

cent to the half-finished one. There are nine people in the Lopez family.

They live in the 3 finished rooms of the new house and the four rooms of

the old one. Most of the meals are eaten on a picnic table set out under-

neath a carport. Mrs. Lopez was pretty sad about her husband's health, but

she also showed me a lot of pride in the way the family was managing to

stay together. From my experience, this pride was typical of all the fam-

ilies that I visited.

I gained twofold from my involvement with the Val Verde community. The

linking became a most important facet of my whole teaching philosophy. At

home, I learned pertinent facts about each child which strongly affected the

way I worked with them at school.

I had been having trouble talking with Maria. Everytime I addressed her

she seemed to shirk away from me. I was at a loss to explain this withdrawal.

My first hone visit gave me the answer. She was very lively and active at

home amidst the almost completely female surroundings. My being male was

what was keeping me from communicating with her. The very next day I found

a little girl in the room next to us to teach Maria. They had both been

quiet in school and they were both small in stature. But I had found a way

to bring Maria out. The two girls spent the first day joking and laughing

together over a Dr. Seuss book. As the relationship between Phyllis and

Maria grew, she began to talk to me. From that time on, I was able to help

her and to understand her feelings.
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Millie, one of Maria's closest friends in my group, was also difficult

at first for me to communicate with. I found out at home the reason why.

She was one of the kinds of people who respond best to direct statements.

Her mother was concerned that Millie had not yet found a teacher and she

thought it would be best if I assigned a teacher for Millie. Millie had

been claiming that her sister was teaching her at home. This was true,

but I soon realized that she wasn't getting much from her hone teaching.

Therefore, following her mother's suggestion, I told Millie, "Jane will

help work with you on your reading and writing." This was the way to reach

Millie because she dropped her usual stubborn resistance and went right to

work with Jane. After this, Millie was able to share her experiences in

being taught by Jane with me. I could findly communicate with her on a

person-to-person level.

Joe Rodriquez and I had never had any trouble communicating, but my

have experience with him was beneficial in another way. Joe had been very

sick with the chicken pox during the past year. He had a constant fever

and this was causing the destruction of some brain tissue. The doctors

were afraid it might lead to a paralysis of his legs and sane degree of

mental retardation. He overcame this sickness, however, and I didn't see

any signs of weakness of this situation made more careful about the activ-

ities Joe became involved in. I knew also that I must be extremely pa-

tient because his illness had made Joe subject to irrational fits of bad

temper. I was very close to the Rodriquez family and I had felt that the

closeness I maintained with Joe was hleping him to regain his strength.

My first visit to the Gonzales home gave me a real insight into

Manuel's action in school. From the first day, I had termed Manuel "a
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hell- raiser." He was one of the most active, imaginative, yet destructive

children I have ever known. I was hoping that my understanding of why he

acted the way he did in school might help me top his creative activity.

I walked through the front door of the Gonzales' with Manuel leading the

way, and then that was the last I saw of him until I left. Manuel is

near the bottom of the ladder, so to speak, having four brothers and sis-

ters olders than him. I ate lunch and chatted with the husband and wife and

the older children in the dining roan while Manuel ate in the kitchen with

his younger sisters. An imaginative child is that way all the time, but

Manuel's imagination and creativeness had been suppressed at have. The only

outlet Manuel had was school. Therefore, I tried to channel Manuel's

creativity along less destructive lines. I gave him quite a bit of freedom

and he responded by taking on a lot of individual responsibility. He was

much more respectful of the rights of others. When Doris was standing in

front of the paint cupboard and Manuel wanted to paint, his courteous "ex-

cuse me, Loris" was one of the proudest moments of my short teaching ca-

reer. Manuel's creativity was no longer stiffled and he was conscious of

other "people's" feelings and rights.

Fred Stall was a very stubborn child and this attitude was consistent

with his operation in the home. However, at home, his parents forced him

to do many tasks against his wishes. I thought that I might work around

his stubborness by ignoring him for awhile. It was he who finally ap-

proached me. Having seen James working well with Sue, Fred asked me,

"Can James be my teacher?" He was asking me and his stubborn aversion

to learning was passed by. He and James worked very effectively together.
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I feel that my experience in the Peters home was the most helpful one

for the school situation. Talking with Mrs. Peters for almost an hour and

a half, I received a fairly complete history of how the Peters' had brought

up their two children, Jimmy and Joan. I received two valuable insights

into Jimmy's behavior in school. Mrs. Peters told me, "I've brought up

these children never to hit anybody for any reason at all. I just don't

want my kids brought up as fighters." This explained to me why Jimmy was

so sensitive and shy when he really wanted and needed many friends. Most

of the children around him communicate often by hitting. He couldn't com-

municate this way, so he remained in isolation. Jimmy wanted to be like

one of the boys so much that when Joe wanted to box with somebody, Jimmy

volunteered. After Joe and Jimmy, with headgear and battled padded gloves,

to an even standstill, it was evident that Jimmy was on his way to being

accepted as a pal in the group.

Jimmy also raised a second concern whose reason I found at home.

Jimmy had been working well as a teacher in Room 6 for about a week when

one day he came to me and said, "Ley, I can't work in that roam anymore.

My sister is in there." I didn't understand this, but a second home visit

helped me. Mrs. Peters related that Joan, Jimmy's younger sister, was more

aggressive than he, and when they go, in squabbles, she usually beat him

up. This explained Jimmy's apprehension about his sister's presence when

he was teaching. This was solved by having Jimmy work with his student

outdoors or in our room.

I cannot express how strongly I feel about the benefits of community

involvement. It brought me so much closer, to my children in school and I

felt most comfortable to talk to families and to ask them for help. This
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experience was invaluable to me personally because I felt like I had tapped

the pulse of a breed of people and I had seen a whole new side of life.

Living among these people for eight weeks restored my faith in America and

its people. The pride and the yearning for success is more encouraging

than anything I have ever known. The hospitality and friendliness of these

people struggling for mere survival is so invigorating. It was so impor-

tant to me to experience the human element of learning and education where

books had filled my past.
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There are probably two principal sorts of bad teacher: the

teachers who do not know how to give the help that is required,

and those who are always helping.

G. H. Green
Psychoanalysis in the Classroom, 1922.

Assignment and Composition of Teaching Teams.

On June 1st, the eight teaching teams were composed. The project ad-

ministrator and the resident principal assigned the certified teachers to

the general age level of the children they thought to be most appropriate.

Their assignments were based on the teacher's experience, training and

personal preference. The assistant teachers were assigned at random by

the research staff - each team being assigned one each, a college student,

a school drop out, a high school student and a parent. Table 2 presents

social characteristics (sex, age range and ethnic origin) of the eight

teaching teams.

Teams #3 and #7, were predominately female and team #8, male. Staff

members according to ethnic origin were distributed fairly evenly with

the exception of team #7, which had 3 of negroid origin, 1 of caucasoid

and 1 of Mexican-American origin.

The age ranges of the teams were fairly consistant, with the excep-

tion of team #6 which was decidedly a younger group and team #8 which

closely followed. Team #3 which had children from approximately ages 6

to 8 had the greatest age span.
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Preparation for the Summer School.

There was a maximum of 24 children in any one classroom, and the school

was ungraded, with the exception of the pre-school class composed of child-

ren who would be coming to kindergarten in the fall. Children who had been

in the kindergarten the previous year, remained together.

Notices were sent home with the children the last week of school in

May announcing that there would be a six weeks summer school beginning June

28th. A clinic was held on a Sat. ,rday for the pre-schoolers, offering phys-

ical examinations conducted by a local physician and the school nurse, with

the help of several of the assistant teachers.

The staff assembled on June 21st for five days prior to the beginning

of school in order that the teaching teams could get to know one another

and plan what approach they would take for the 6 week's summer session.

Each afternoon at 3:00 P.M. the entire staff met in the cafeteria for a

seminar. There was a notable shift in the orientation in the week prior

to school. At first there was great pressure to order materials and plan

specifically for the children. This was accented by the project adminis-

trator who, from experience, felt that supplies and curriculum materials

should be ordered well in advance. As discussions proceeded, it became

more and more apparent that the philosophy of the project would be vio-

lated if the children were not involved in making these kinds of choices.

To the extent that materials were ordered and provided for them, their

choices would be limited. Yet this was cause for a good deal of uneasi-

ness on the part of some of the certified teachers, who were becoming more

and more unsure of their role in the classroom, and were used to efficiency

in these matters.
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Differences in the teams also became apparent during the week prior to

school, as they began to rearrange the classrooms. Some broke the seating

arrangements into four small clusters of six, and each assistant teacher

made ready for his or her group. Other teams preferred a "team teaching"

approach. Some decided to assign the children to the assistant teachers

at random and one let the children pick whom they wanted to work with. In

the physical arrangements of the classrooms, the range of differences was

great - varying from the pre-school, which literally "stripped" the room of

all furniture, equipment, pictures, etc., and had only a huge rag rug to

sit on, to one which was highly and efficiently "stocked" with books, mate-

rials and supplies waiting for the children.

Opening of Summer School.

The four yellow school buses were sent out early on June 28th to pick

up those children who might be waiting. The staff gathered early in the

cafeteria for coffee or in the classrooms making last minute preparations

anxiously awaiting the arrival of the children. There was some apprehen-

sion that not many children would come to school. The physical appearances

of the staff had undergone a rather remarkable transformation. Prior to

this time, they had dressed comfortably and in attire appropriate to their

own identification. Many wore bermuda shorts, women with slacks, etc. The

staff arrived quite tastefully dressed and made a rather striking appearance,

waiting for the children to arrive.

The first school bus arrived at 9:00 A.M. and many of the staff went

out to greet them. Approximately 40 children of ages 4 through 12, all

colors and sizes, tumbled out of the first bus and began asking where they
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were to go. The pre-schoolers were taken to their room, which was a sep-

arate building formerly occupied by the kindergarten. The kindergarteners

were taken to another roan - the former first grade room and the others

were told that they could find a room they liked. The other buses arrived

shortly and by the end of the morning 175 children had arrived. Additional

children arrived each day the first week and a few others in the succeeding

weeks. Many of the children went to the rooms they had been in the past

year and sought out their friends. Some made some changes. Within a few

days they settled on.a room where they remained for the next five weeks.

There was some realignment by the principal at the younger age classrooms

to keep at a minimum of 24. Different than most elementary schools, the

children were free to move into other rooms, as they were constantly in-

volved in cross-age teaching and frequently one child would sit in on

another class group meeting as a visitor.

The Classrooms.

Children ... are conditioned to respond to things as
signals for action; so that objects gradually cease to be
appreciated for what they are. This is called education.

Max Otto
The Human Enterprise

Activities varied a great deal from classroom to classroom, according

to the identity which each team and "clusters" of children assumed. With

the exception of the pre-school and the kindergarten, the classrooms were

known merely by the number of the room on the door. The following section

will attempt to give a very brief descriptive account of some of the eight

classrooms.
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The Pre-School (Team Number One).

The community had turned down a proposal for an "Operation Head Start"

project, but had not objected to the same children being included in the

present project. Basically they were not well informed about the project

and objected to too much interference with their children by the Federal

government. They were in favor of this project, as many of their commu-

nity members were employed in it and the community had constant feedback

by the assistant teachers who served as "linkers" with the community.

The teaching team was composed of a tiny, petite Mexican-American cent&

6ied teacheir., who had a very rich and extensive background in teaching

and with various people, including teaching in Mexico and in Spain, and

working with economically disadvantaged children. She lived in the com-

munity during the project. The aottege /student was over 6 feet tall, a

campus leader and had been the student body president the past year, re-

signing in protest to university policies and practices in connection

with the Selma movements. He was also active in the civil rights move-

ment. The &top out was a Mexican-American girl from the neighborhood who

was very quiet and shy. The high Achoot. 4tudeat was of Negro, French and

Jewish origin whose father was one of the custodians.of the school. The

patent was a Negro father of seven from the community. He had been un-

employed and did not want to apply for welfare; was hired for the project

and later turned down a better paying position to remain to the end of

the project with no prospect of another job in the fall. The certified

teacher described her first impressions of her experiences in Chapter XIII.

The principal of the school pointed out that no mothers visited the

pre-school with their children, as was customary in the beginning days of
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a regular school year, but that the children went immediately to their

room with the assistant teachers and no children were crying because they

::ere away Cl%e home 0 Also the jioung children rode on the same school bus

as the older children, a practice different from the regular school year.

Normally the older children tease and pick on the little ones, and the

latter are afraid to ride with them, making separate bussing necessary.

The teaching team attempted to give the children some experiences

with the outside world. Sixteen of the 24 children had never been in a

modern supermarket or a 5 and 10 cent store. On one occasion, they gave

each child 25c and organized a field trip to a shopping center in Riverside.

Most of the children had never seen an escalator, and became frightened at

the prospect of going up on it. The assistant teachers, each with six

children, could not take them up. The other shoppers, sensing what was

happening, each took a child by the hand and personally took him or her up

the escalator. Some children returned from the field trip with the quarter

still tightly grasped in a tiny hand.

On another occasion, the sprinklers were turned on in the tiny grass

lot of the barren, hot grounds of the school. As children inevitably do,

they began to play in the sprinklers, which in the normal school year is

not allowed. This, the team used as an experience to relate with the

children, and all brought bathing suits - some ragged, and spent time the

next day playing in the water. The certified teacher too, was in her

bathing suit with the others. The sprinklers were largely unnoticed the

remainder of the summer, as the children and staff searched for other

activities. One small boy, who had been in the kindergarten room the pre-

vious year, on visiting it and seeing it bare, became quite upset over the
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change, and remarked, "Miss X (the regular kindergarten teacher) will sure

be upset when she sees what you've done to her room!" How little we know

of how we impose our own values on the very youngest.

Teaching Team Three had as is certified teachek, an attractive young

Negro, (the only Negro among the certified teachers) who normally taught

first grade at the school. She had taught there a number of years and knew

much of the background of ..7-e children, the young people who resided there,

and the history of the community. The cottege ztudent had just graduated

from the University of Chicago, and had had some courses with Bettleheim

in child growth and development. The drop out was a college professor's

daughter, who had become disinterested in school in her last year of high

school and seemed quite despondent and outwardly rebellious. The high

4choo2. ztudent, a caucasian from the community, had just graduated from

high school and was planning to go on to college and become a teacher.

The parent was a lovely Negro ho,..sewife (grandmother) who had taught school

in Texas many years ago. She was an active leader in the community and had

been instrumental in obtaining several basic necessities for the community.

The children were generally between the ages of 6 and 8, and many of

them had been with the same teacher during the past year. This, the teach-

er felt, had disadvantages in the new program:

Becauze many ai the chiednen had been in the hurt 2/Lade
with me dulting the AzgueaA zeztion oti out 4ehoot yeah, I 6e,et

that they were at an extreme disadvantage. They had 4kated
many expetiencez with me az a tnaditionme kind ofc iirtzt 9/Lade
teachet and o iten made a.Uemptz at pudicting my behavion and
neaction4 to certain kindz o4 behavior ass diotayed by the
othc. rhit.dAen. They 4eemed unwitZing to accept the iact that
my attaude towand them we mone accepting than it had been
du king the negutat zezzion. Oiten they thought I waz angny
about Aat 4eemed to be n2gative behaviA. when I tkuiy waz not
in anyway angeted. I 4:1t many timez that I woad have been
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mote e44ective as a pte-kindenganten teachet, 4ot the chiedun
in that cta44toom had rat been exposed to me ass a member o4 the
Vat Verde Teaching StabS dining out negutan schoot team.

In order to give the assistant teachers and the children more of an

opportunity to get to know one another and not see her in her former role,

the certified teacher decided not to be in the room when the children ar-

rived the first day. She also recounted her initial shock at seeing her-

self in her new role:

On the iiAzt day oi out summet 4chooe ptogtam the assistant
teachem had many pLans 4ot the days act.i.vitia and wee excited
about meeting the chiedten Sot the ii)ust time. 1 4e,et that my
pnesence in the k.00m might conSwse the chi-ednen and 40 decided to
give the assiztant teachers the Siitist 45 minute period mane with
than. cewsteAs. When I entered the room waz evident to me
that Son the 4-1A)st time in my teaching careen. that I wowed not
have a group oi chadten to te/ate to on a. very peAzonat.

The certified teacher described the contrasts she saw in the teaching

team in their approaches with the children. The parent and the high school

student seemed to exact more explicit demands on the children than either

the drop out or the college student. The impressions by the teacher vivid-

ly reflect the differences in values and philosophies:

The iteedom of choice that was a i4eted to the assiAtant
teachers seemed to be mote oi a chateenge our, high ischoot
student than to any other member of oun teaching team. This
iteedom seemed to shake the ven.y 4ounda,ti.on to hun tender and
undevetoped peAsonatity..6She oSten imitated -the tote of a
very titad.itLonat type inistAuctot. She seemed to expeA,iment a
gteat cleat in hen teisponse to student behavion. One day she
wowed appear to be very indwegent and accepting the next
day dinect and domina,ang...zeemed to put hen own pens anal
needs iiA6 t and het pupiU needs second. M the ptoject
developed (she) became a mote teAponisibte adut,t and ptojected
gteaten depth in hen teeati.owsh-Lps with heir_ atatet oS ch,i,ed-
ten. She became mote accepting o4 heitiseli and was able to ac-
cept the chi,e.dnen without judgement.

Ptobabi.y the most chateenging mebet o6 ow/. teaching team
houzewiSe. She tecaved het ch,adten ad potentia

membeAis oi the adwft coninuni.ty. She wanted them to be te-spon-
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silIee and active citizenz. But most o6 ate she wanted them to
be economicatty lotoductve. ...6ett that they shamed have great
red pest fan aduttz and be taw-abiding citizens. She wad much
distutbed by open deSiance when dispeayed by any oS the chied-
ken. She was highty stituctuned and exttemety neat. ...She
seemed to make stight changes at times, but was atways able
to snap back into hen o.ed peAsonatity. Hen ctustet seemed to
enjoy at oS the tasks that she p.tanned lion than and wete lotaud
to take ate of their many compteted projects home on the tazt
day o4 schoot. No othek ceustek had neakey as many Sinizhed
objects to dust :ay.

...out coteege student, and ...out dtop out student, wete
the two membekz o4 out team who daiey helped me to temind my-
set4 that teeeing Ls not heeping. Vent' °Sten ...wowed opemey Ae-
ject he ix otden to develop hives own methods oS teaching hi)s
ctwsteA. He seemed especiatey Sond o4 teaching mathematics by
using gannee boatd aids. He became higheu skieied at this and
devetoped techniques that weke ate togethek new to him,

Usuatey 1 was conSused by the rejection 1 saw expressed in
out drop out, Sot she seemed so pre- occupied with het rejection
o4 ideas and suggestions that she never stopped to ask heAset4
why. At tktough out surann. session she stated that she didn't
want to teach and that she woutdn't teach. She wad 4aitque to
hen convictions and never aetowtd hetzee4 to expetience any
ditect teaching. When she was hiked dot the project, she was
tad ...that she wowed be woaking in the area o6 human ketations
only and wowed develop cease 6kiendships with the chiedten. The
mote aggtessive chiedten seemed to enjoy ...watm and "ate accept-
ing" attitude toward them,'but the quiet and somewhat Aesetved
chiLdten seemed never. to Aeceive any attention 4Aam that assist-
anx teacheA. At o6 the children in ...ctustet seemed to enjoy
and paAtiapate in the spontaneous att pujects that wete avait-
abte to them.

The high school student and the parent describe some of their own ex-

periences, their philosophies and the effects of the project on them:

The Hi h School Student. The manning schooe staAted, 1 6ound
mys 2 making .east: minute pupaAations Son the atAivat o6 my
students. 144 zeta howl_ neared, 1 was husteing about in nervous
an By 9:05, 1 had a tab& iute of youngsteAs tooking
at me ion something to do. Boy! Wca 1 even scaked. And then
we passed out the usual stAuctuked mate La you know, ckayons,
papa and pencits. They kept busy at this 4on about 4ive minutes.
And then 1 teatned my 44.kst tes.son. When teaching pkimaky
ten, keep plenty ai things handy Sok them to occupy themselves
with. I £ea.tned my .lesson, but Sound that some oS the things 1
had Sot them to do that 1 had tiked as a Pat gtadet anty occupied
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them monientair,Ley at ate. ...it seemed that my seven stu-
dento taught me mane than I taught them. I teaiated that a.
Zeman ieaAned by discoveity Zs mote e66ective than one that
ka been pounded in. I Zeanned this by discove)ty.

I enjoyed meeting my clusten a6 fads at the bus in the
inotwag and waking them to the noom. I enjoyed paying with
them on the pilaygtound and having them yew at me, "Teacheir.,
push me 6iital." I enjoyed tanning races with them and doing
the hokey-pokey with -them. I enjoyed neadi.ng is-ton-Leh to theill
and then have them tell the stony to the nest o6 the group.
I enjoyed wanking with them with 6tazh ea/Eds. When I could do
some,thing s uch ao those things with my boys and gixts, 16e,e.t
that I was valued.

I think, that white my kids meted me "teacheA.," they saw
me mote as a 64/Lend who sometimes acted a teacheA, tatha
than a teach.et who sometimeds acted Like a. 6/L fiend. ...i6 you
even want to know just how another pmson zees you, don't go to
an adutt - they won't give you an honest answeA.. Instead go to
a child he Zs too young to know the ways o6 society. He wire
give you an anzweA. that you may not Zi.ke - but at Least will

honest:

The Housewife. It .us impottant to &arn chil.dten to wank to-
ge..theA. and be help6ut. "No man is an island." Each person
is dependent on someone else. The chitdten wute. shown that
woAki_ng together is bene6iciat and heipiut. They did not have
but 6owt boxes oi crayons and thenc um six chitdAen, 40 they
'skated the mayons, by each chi td doing one thing white the
ahm. wed the crayons. They waked together in getting books,
game,s, cieating away paints, soited papa, etc.

Being together and teatning to help each other atso ()nought
about another phase that was one o6 the basic assumptions - as-
'scaling that neatness should be taught children in all of that
daily pnocedunes.

The matteA oi papa, ctayon, books on the itoot, books being
teit on the desk were not:in keeping witA neatness. The chitdAen
weAz advised about good housekeeping and atso about the in pen4on-
at appeaAance, i.e., shoe taces untied, hain tibbons not tied,
etc. To see that att. deshs were cteaited and papeAs and books put
away age'. each dayfs wank became a must to the children.

Many things developed ikom the. Sact that there sLx chitdten
washed together. Theit behaviot and manneAs were noted - at
iiAst, they would grab (nom one another what they wanted, a pen-

ctayons, eAaseks and paper. This was noted and aiten one
'such .session they weAe asked they enjoyed theit neighbor gtab-
bimg Otani them, The answers was "no." Then they wete asked what
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would they have Liked than neighbo4 to have done, they neptied,
"asked 6o44.,t," and said, "thank you." Thus the chiedken stakt-
ed asking bon what they wanted and 6aying thank you. Others
incidents invotved the use o6 May I. Pease. etc.

The cottege student's description of a typical morning with his children,

is so vivid, that it is enclosed as Chapter XIV . It reveals much of his own

philosophy, his own development and the nature of his involvement with his

children.

The dkop out characterizes her relationship with the children and the

role she made for herself:

I was a go-between, between the kids and the teachek, you know,
i6 the teachek coutdn't get thtough to them, then I wound tky. I
didn't have to wonky about next yeah and how the kids wowed neact
to me. I cocked just ketate the way I notoratty wowed. And by being
a dkop out I thought pubaboty I cowed understand some o6 the pkobtem
kids bettek, because I wowed be able to undekstand the way they 4ett.
I don't see myset6 teaching at att. I wowed spend my whote time
just buieding 6kiend6hips with the kids. The kegutat teacher can't
get invotved with the kids, but I 6ett it wowed be ace kight i4 /
did. The kids woutdn't have to be my pupits next yeah and we woutd-
n't have to go back to kegutak teaching. I betieve in Wends being
abte to het.p and everything, so I thought that thiz cowed be putty
good 4.6 the kids coutd have someone around as theme piend.

I went about it at wrong. I went out and tried to be a iniend
at 6ikst and that's wrong and you can't icy to be a Otiend. I think
that that one thing that I have ttakned, you can't set out to be
a Wend. So agek about the iiikst week I stopped tkying to be a
Wend and I just, I didn't have to say anything I just .eel the kids
know that I was there they needed me. ea a 6kiena. It got much
better and they came to me. I bwitt some putty, weed. they were
6kiendships to me; I don't know about the kids neatly, but I became
putty dependent upon the kids, a couple o6 them, and that may be
bad. It -a bad OA. me because I became 40 dependent on them that I
woad toase interest in the class those kids weren't there and
stu66 tike that.

Teaching Team Four.

The cekti6ied teachek had been teaching for nine years. She expressed

her anticipations of the project, "I was ready to start with nothing.

...structure and curriculum would develop as the children became ready and
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felt a need for them." The college student, also a caucasian, was impatient

with traditional classroom procedures and ready to denounce all practices

and also start with nothing. The thop out was a tall, silent Neg2 youth,

who was on probation to the project for the summer, A onnelitirn of his

probation was that he be returned to jail each weekend. The hkgh 4choot 4-_u-

dent, a caucasian, was a popular student, who had just recently been chosen

as queen of the local potato festival. The patent was a young, attractive

Mexican-American housewife, who had three of her own children attending sum-

mer school. She had been one of the school 1)11 drivers the previous school

year, and was known to all of the children.

As the team began it's work, the drop out chose the teacher's desk as

his and asked to be called "Mr." in contrast to the rest of the team (in-

cluding the certified teacher) being called by their first names by the

children. The parent, college student and the high school student experi-

mented with getting the children's interest:

The Parent. ...tiztened to and chatted with hek chiednen ass they
mnked: She brought a set of dominoe4 and the chitdten becaMe in-
ten4ety invoeved in 6iguning out that scones ass they ptayed. She
wowed not Let them give up ea4Uy, and pnobed them to took at att
the possibitities when they 4a id they could not "ptay." Hen gnoup
waz boys, and they wanted to build a Ont. They did zo, agek con-
4ideubte planning, in about an houk. Fon sevenae days ptiowing,
they used the pat ion ptay, and Learned with ...how to bandage cuts
and take cane o6 hunts.

The College Student. ...gkoup wkote a tettet to the Dodgek4 and
TiTed i6 fey cowed have tickets ion evekyone in the zchoae to at-
tend a game. Beione very Long an answet came, saying that there
mad be 100 seats avaitabee behind home ptate. ...saved the tet-
ten untie his gkoup wa4 togethet, and then Let Gene open it because
he "needed a tittee tiie." He just had a fight with the 4ins.t-
gnadet who way his student, and Wa4 putty unhappy about being a
teacher Gene coutd not tead the Letter, and ... said, "Guess we
need to Leann to nead so we can tett what they're saying, huh?"
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The drop out had a different learning style and approach to the child-

ren, as the certified teacher recounts:

The Drop Out. ... neve& act iney apptoached hi4 chiedten. They
wowed gatTaatound him, and he wowed tizten to them Azad, at
write owt aAithmetic pubZemis 4ot them to do. "They Aoam around, "
he 4aid. "(I) Let 'em get up and tom around a tittee bit. I

don't tike to /cot keep 'em here at the deok ate the time, at
take 'em outmode. ThRy want'a do Anmeiltimg eX4e in the toom, 40
I Zet 'am, you know, get up - 40 that kind oi taamint atound14
ate Aight with me." HiA apptoach tett4ied me, but I bound my-
zieeli thinking at the .same time, "Maybe he can do 4omething with
theise kids that none o6 the n.e6t a cus can do."

The college student rode on the bus with his children, ate lunch with

them and spent a good deal of time in their homes. He also lived with a

Negro Baptist minister's family in the community, and wrote an extremely

descriptive account of his experiences in the community.

The class was a very active one and spent a good deal of time on pro-

ject and on field trips. The certified teacher gives some account of the

extent of their activities and what she learned about the children.

I think much ai th,a matetiae, the u/se a6 which bothered me
az a. .teacher, might be juisti6ied °ay becauze it wail zuch a zin-
gutaA expetience soA theze chiedten to have "thing4 oi the it own."

A lin-LveAzi,ty 4tation wagon wars avaitabte 6ot u/se on the %-
feet, and wa.6 coed iot nwretows iieed ttips. The gitoup4 at vaitiows
timez went to the Riveuide Mu6eum, the San Be/ma/din° County Mu6eum,
the 4chooi tibtaty, San Diego Zoo, the paAk, a &aiming pod., pie-
nicing, to the beach and the ba6ebate game, the Potato Fe6tivae,
Ahopping at the Plaza with a quaAten to 4pend - and each trap widen-
ed hatizon4 iat chi ednen who had never beim been out o6 the Petutiz
VaLeey. They itetunned biteath1tz4 and excited, and made pictune6 and
tape tecoAding4 about what they had .seen.

Team Five began to offer the children more opportunities for choice from

the beginning. They began the first day with a group meeting and put names

of the four assistant teachers in a basket. The basket was passed around the

circle and each child drew out the name of his new teacher. Some wanted to
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trade names and they did. The certified teacher, a caucasian, taught in an

economically distressed area and knew many of the characteristics of the

children in the project. The college student, also a caucasian, was a grad-

uateuatc student 5in psychology whose wife was a teacher and who hamself had

moved during the course of his college experiences from physical into social

sciences. The high school student, a caucasian, was a junior, and had come

from New Jersey for the summer. Little advanced preparation was made for

the children.

Faun desks weke zhoved in each coknek oi the koom with chaim
a,toand them. The onty °then. itanitulte utained in the cta44koom
were two bookcases, a /wand tab& neat the middte o4 the 'Loom, and
a generme woa tabte *cud in 6/tont o6 the sink. By this akange-
ment, 4ouk ciewsteA. ateas wete cteated, each with a neakby butte tin
boakd. One bookaise was tanned into a game stotage area. The other
bookcase WO4 empty. An otd tabee modee typewtitet was Ataced on top
oi one 0o4 the tabtes avaitabZe 4ok .the students use. A kecokd peayert
and tape Aeconden were on one of the bookcases.

A Lange ruin battet stood against one Watt ion use as anything
that came to the kids minds.

The &cop out was a quiet, Negro boy from the community, currently on

probation. The housewi4e was a handsome, Negro grandmother with gray hair

and a soft voice. She had experienced a life time of hardship and had come

to the valley, buying a plot of ground to spend her remaining days.

The cateege student devised a rather unique evaluation form for the

children to make predictions as to what the child's day in school was like

and then had them fill in a similar one as they went home, to systemati-

cally note discrepancies and discuss relationships with the children. His

analysis of what he found is presented in Chapter XVI.

Some of the children put out a newspaper occasionally, going to the

various rooms collecting "news." They edited it, typed up the stencils,
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and distributed copies around the school and the community. The copy (en-

closed) gives some account of the activities around the school one week, as

seen by four 8 to 11 year old children.
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Sixth Grade boys went to the beach

Thursday for sea life and will have

a little show of what they got in

Room 13.

ROOM 15-Diane and Lynn Marie practiced

their knitting techniques with the aid

of Mr. Barnes. He's a pretty good
pupil for a teacher.

Thursday Dora's Kindergarden group
plus Ada's group are going to visit

the Curriculum Lab.

The pre-school has been doing a great

deal of study on jungle life. Our

program has included several trips to

the African Jungle. Some of us are

very fortunate to be here today because

if it weren't for Mac we would never

have escaped the head-hunter tribe.
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Room 6 had fun making kites last week.
They even had a little wind to help
their kites up in the air.

Room 15 celebrated by making a cake
and sharing it with the whole class.
The young cooks were Mitzi, Diana,
Petra, and Lynn.

Room 12-The score was 100 to 12'.
Dwight & Robert beat Bruce, Russell,
Gilbert & Paul in a football game.

Room e's football team, coached by Ley
Yeager, was defeated by Dwight, Joe
and Jerry. Room 8's team consists of:
Henry, Russell, Mike, Gene, Larry,
Gerald, and Jimmy.

Friday, Ray's group from Room 12 is
going to Fairmount Park.

Fourth grade girls are making aprons.
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Second grade boys are making car &
airplane models.

Joe Nash and Walter Alford have made
a beautiful frog box.

Chris Clark is doing an experiment with
salt water and is becoming a real
scientist.

Callie & Laura Karr are making a
delicious cake for group 4 in Room 12.

We will be having many visitors. Many
of them are teachers who want to learn
about our Summer School.

We interviewed Mrs. Green yesterday
about Summer School, Mrs. Green said
that she likes Summer School. She
said we need permission slips in order
to go to the pond.

*Reporters:Michael Holland, Damon
Spicer, Yolanda Manzanares, and
Kathleen Douglas.
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Chapter 13 written by the pre-school teacher gives an account of her ex-

periences with the four non-professional assistant teachers. Chapter 15 gives

another teacher's account of her experiences while Chapter 14 is a descrip-

tion of a college student's experiences and Chapter 16 is a systematic evalua-

tion by another college student's attempt to introduce an expected-to-observed

strategy to assist children in making and living up to their own predictions.
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FROM THE RUG UP

by
Maria Gomez

There I was, sitting securely on the rug, in our otherwise vacant room,

thinking that as a "hotshot" teacher I would sail through the summer doing new

and exciting things. I'd experienced a wonderful sensitivity weekend, had

emerged with positive feelings and felt sufficiently oriented. I'd met my

team, they all seemed fairly congenial. I liked them and didn't feel we would

run into any problems. My college student, Bob, was full of spirit but cap-

able of deep thinking. The high school student, Gail, was spirited and cute.

Matilda, the drop-out student, was quiet, in fact, almost non-verbal. but

could really communicate with her nice smile. The parent, Jesse, was serious

and talkative.

Then the rug pulling began. It was started by Bob but was quickly picked

'up by the others. "I was being too authoriterian! I was being too teacherish!"

Bob, he of the dynamic personality, became my chief antagonizer. His stock

phrase was, "Ah, Ah, Ah, you're being a teacher!" which meant I was doing too

much telling and imposing. This phrase was catchy and soon my whole team was

using it. This hurt and frustrated me. What could I be if I couldn't be a

teacher? I could play an obedient daughter role very well, but I felt that

this situation called for something more. This constant picking ov rug pulling,

soon left me without secure legs to stand on and I was left, miserably puzzled,

thinking that I'd failed to assume the teacher leader role. Not that I'd ever

considered myself as a possible leader since I'd never felt I had leadership

qualities. I was supported by Jesse, but it was with a "fatherly" attitude and
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I fought against that since I didn't want to slip into my daughter role. He

also leaned toward the more directive method of teaching. I'd had that and

was not satisfied with its results.

At first, I didn't dare go to other teachers with my problems because I

didn't want to spotlight my own inadequancies. I finally did get desperate

enough to ask for advice only to learn that other teachers were in the same

boat. There could be no help from the Administration and the Change and Develop-

ment Team because they seemed to be having problems and I didn't know or trust

them. The only ones I could turn to for help were my team mates. I especially

sought help from Bob since he had seen through my bluff.

I was helped to develop as an individual with a right to verbalize thoughts

and feelings. This did not come easily since my background had subjucated my

individuality in order to function as a member of a family. I have been helped

somewhat, to listen to what people really say and to speak up if I have some-

thing to say.

As was mentioned earlier, our room was empty except for two small rugs and

a woven straw mat on that opening Monday morning. The children came in eagerly

expecting all the toys and equipment that they'd seen when they'd come in for

registration. Not seeing any, they had no recourse but to relate to each other

or to the assistant teachers. A few children were persistant in asking for toys

so they were allowed to go into the workroom and pick a toy out. This caught

like wildfire and it was like Christmas, watching them select something to play

with. Even the shy, quiet children wound up with something. The toys had seen,

better use and some were in a state of disrepair. This did not dater the child-

ren from manipulating a beat-up truck without wheels, balls needing air, dolls
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without hair, and bent doll dishes. The

taems with children who had never shared

toys were scarce which caused some pro-

a thing with anyone.

We had divided the class into clusters of 5 or 6 children to one assistant

teacher depending on the enrollment before school opened. But we did not follow

through with this plan until we found it necessary after the first week. My

team decided they could function comfortably if they had only their small clust-

er of children to work with. Aside from one or two changes, the clusters re-

mained intact throughout the six weeks.

As we were excited about almost all aspects of the project, we started

our cross-age teaching right away. We had to abandon it, however, because of

the dis-organization that existed at all levels, especially our own. We did

continue this phase of the project in the fourth and fifth week within our co-

ordination and supervision and met with some success, letting us see the

potential.

Something else

involving pre-school

other their problems

whole group and were

I was very excited about were the prospects of possibly

children in group meetings where they could tell each

and even learn to help each other. We started with the

quite discouraged with the results. No one was even ready

to sit: much less listen to others: It was suggested to us that we start group

meetings with 8 or 10 children at one time to introduce ourselves and the pur-

pose of having a group meeting. During the second week, we had the whole class

in a circle, on chairs, and listening or talking. This does not mean it was an

instant success. We were still having problems at the end of six weeks, work-

ing our "rebels" into a thinking unit. I had not expected to get anywhere with

this age level on the group meeting and I was so pleased with the progress that
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did occur. Some children were verbalizing their problems with aggressive child-

ren or attention-demanding children. I definitely plan to start holding group

meetings with my pre-schoolers this fall. I know that progress will be slower

in coming throughout the school year because I will not have the assistance of

my team.

As a whole, my team, lacked seeing the potential of linking or visiting

the homes and families of their children in their cluster until it was too late.

Jesse was the only one on the team who actually contacted his parents. Bob

linked with one family and saw possibilities in linking with only one other

family. Gail didn't see that one visit would really help so she preferred not

to do any visiting at all. Matilda was afraid of how she would be received and

rejected the linking role. I've become sold on this phase of the project and

see how important it can be. I plan to work it into my future teaching assign-

ments if at all possible.

Our teaching team meetings were always fun since we got along socially,

but we shied away from discussing content or curriculum. The team was split on

whether curriculum was all that important at our age level. I feel sure that

eventually, with more time, the need for content would have evolved from the

children themselves. We did help each other by discussing behavioral problems

within the clusters and the daily grail) meetings. I feel that we could have

spent more time in discussing ourselves as individuals and possibly planning for

the teaching day. I also feel that the timing was wrong and that we should have

held teaching team meetings following the two hour seminar.

I dreaded the 3 to 5 seminars at first because I dreaded being put on the

"hot seat" and being "shot full of holes" as this seemed the only way people
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could become more honest. I didn't know whether I was strong enough spiritually

to withstand this form of therapy. I was helped when personal problems and feel-

ings were discussed because I identified bits of myself with incidents.

I was sorry I did not see more of the Change and Development Team. What

little contact we made was appreciated. We were observed and fedback the observa-

tions which was sanething I couldn't do as well, having had no training in ob-

serving. I would have liked these observations and feedback to have continued on

a rotating basis by each member of the Change and Development Team so that we

would have benefited from different viewpoints.

The six week period was too short a time to fully develop project goals.

It took us over three weeks just to see each other as people and be willing to

accept each other as part of a teaching team. I thought our cluster groups were

very successful. All the teaching assistants were on a good relating level with

their children and seemed to be accepted by each child in the classroom.

My team had decided to let the kids set the pace for everything -- not

realizing that these children had little experience to draw from to provide the

sparkle to brighten up our classroom. I would have liked to have seen more color

and nature in our setting. We also did little to draw from their previous exper-

iences and build on them.

There could have been more direction or understanding built on the care of

equipment. I think children can learn to care for their things if it's explained

to them with patience and understanding. Our "water play" was a wonderful exper-

ience for the children that participated. I know this child had a lot of fun and

hopes to continue with some type of water play in the future.

All in all, this living and learning situation that I experienced this
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has been very rewarding and enlightening. I am convinced that non-
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ship has been established. I also feel that my position on the team as an

understanding person and teacher was finally materializing. It's a shame that

our time ran out as we were just beginning to fill our sails. Inwardly, I feel

quite changed but only time will tell whether this change was a binding and a

growing thing. I find I've missed a great deal in life by not listening to peo-

ple.

P.S. I'VE GOT A RUG TO SIT ON NOW!
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I left the cafeteria earlier than usual. I wanted to try out a new idea

before the kids arrived. The corridors were empty as I walked to the class-

room. There was a stillness in the morning that made me glad to be up early

Across the street in front of the school the migrant workers were busy pick-

ing potatoes in the fields. I stopped a moment to watch them, mechanically

picking up the unearthed potatoes and putting them into bags. I wondered how

many of the children in our summer project would end up in the potato fields

in a few years.

I went into the classroom to get the heavy paper for masks that I was

going to have the children make. The different clusters of tables were ex-

actly as we four assistant teachers had left them. Papers, crayons, and books

were scattered on the tables; and the paint stains on the floor showed more

clearly now that the children were not here.

I began to make e paper mask. I liked to experiment with some of the

materials so that I would be better prepared to help the children. Often if

I didn't give the children some beginning instructions for a new project, they

would cut too much or paint too much in. their excitement and would become dis-

couraged that their work had not come out as they had planned. I hoped that

we could use the masks to talk together as we did when we made puppets. Each

of the children had named his puppet, and I then encouraged each to act out

the personality he had created.

Karen came in as I was finishing the mask. She brushed her stringy blond

- 173 -



CLASSROOMS AND INSTRUCTION

hair away from her eyes. "Are we going to make masks like that today?" She

asked, pointing her finger.

"Would you like to make one?" I questioned.

Karen nodded greedily. She had half a smile on her face. "At least

she isn't frowning," I thought. I remembered how she had behaved at the

first of the six-week summer school. Anytime that I would ask her a ques-

tion or even look at her, she would twist her mouth into a scowl and knit

her brow. Lately, there were days when she hadn't turned a scowl on at all.

But she still couldn't allow me to be close to her.

"We are all going to work on the masks today," I told her.

"Goody!" Karen exclaimed. "Now?"

"No, after recess and the group discussion."

She let out a whine, "No! I want to work on mine now."

I reminded her that the fifth grade girl who taught her every morning

would soon be here. She would have very little time to work on a mask. She

turned, disgusted. and stomped over to her seat. The frown has returned to

her face.

I put the mask materials away before the other children in my cluster

came in. I did not want to have out materials which would distract the child-

ren while they were being taught by their olders. The "olders" were children

from higher grades who came in each morning from thirty to forth-five minutes

to teach my first graders. Some pairs had effective teaching relationships;

but some like Donny had not done too well. By this time Donny had gone

through three olders. Two had gone on vacation, and the last 'boy just was

not successful.

William was the next to arrive, He ran through the door, narrowly miss-
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ing Karen. He seemed to be always running and bumping into other children.

I greeted him as he ran up to me. I put my arm around his shoulder and gave

him a hug. He leaned against my knee. He seemed to be feeling out whether

he was being accepted today. I could often sense how our relationship would

be during the day by the first events of the morning.

Donald soon came into the room. I reached out and gave him an affec-

tionate cuff on the shoulder. He scooted up next to me and then sat on the

table. William seemed irritated that I was being affectionate to Donny. He

became restless and started bumping around; William soon walked away. I was

reminded of an incident that had happened just a few days before. Glenda,

the fourth grade girl who was William's older, had taken both William and

Donald with her. It was agreeable to William when they left; he had wanted

Donald to go along. Later, when I went to observe the teaching, Glenda was

working with Donny and William had wandered off to do something else. The

two boys seemed to be at odds. I wondered whether William had decided that

if he couldn't get all the attention, he didn't want any. I felt that Glenda

was successful with William because she had been free to give him all of her

attention. Later I suggested to Glenda that she work with only one of the

boys.

Joyce and Cornelia came in together. They quietly went to their seats.

Joyce is just going into first grade, whereas Cornelia is going into second.

Joyce is short and round without being chubby. While she is quite verbal

she still doesn't let me get too close. Cornelia is tall and skinny. She

would not readily respond to questions about what she had done over the week-

end or what she would like to work on. But sometimes when the whole class

would sit in a circle for a group discussion or for singing, she would sit
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next to me and lean against my knee. She most often showed affection by

teasing. She would run out the door and then play peek-a-boo around the

corner with me.

While I was talking to Cornelia and Joyce, another group of children

brought out some games. Donny scurried over and was soon engaged in a game

of dheckers.

William was looking at a book I had laid out. The story was about a

boy named William. Because he seemed interested in the story, I asked him

if he would like to learn more about it He nodded, so I asked the others

to join us and began reading. I asked them questions about the pictures,

and they seemed happy to be included in the telling. I felt that it was im-

portant for them to have as active a role in the experience as possible. The

children seemed to develop their own ideas about stories more fully. William,

who was usually restless, was quite attentive to the story. I think, he was

able to place himself in the events of the story because his name was the

same as that of the main character.

Soon after I finished the story, Glenda came in for William. They left

to go to the fourth grade room, but William was soon back to get a book.

William seemed to spend as much time going to get work materials as he did

working. NonethelesS, I felt that Glenda and he had a fine teaching rela-

tionship. William was able to spend longer working on one thing when with

her than at other times. William's usual habit was to move from one thing to

the next, quickly getting bored. I felt that William was able to work for

longer periods with Glenda because he was able to get special personal atten-

tion from her. I was not sure how William worked in a regular school situa-

tion, but I knew that no teacher would be able to give him all the time that
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he craved.

In the meantime, two girls had come in.for Karen and Cornelia. They

went to the sixth grade room to work.

Don and Joyce were standing in the doorway watching a chicken that one

of the boys in another class had brought to school. While they were there,

two third grade girls, Peggy and Carol had been taking turns teaching Joyce.

They had both wanted to teach more. Therefore, when they found out that

Don needed a teacher again, Carol decided that she wanted to try. She had

worked with Donny a few days previously. Don quickly sized up what was in

store for him. He was tired of having so many different teachers. He scur-

ried over to the extra table in front of the room and crawled under it. In

the meantime Peggy and Joyce got a book and went out onto the lawn to work.

Carol and I went to talk to Donald. The staff called this "at-the-elbow

help." It was the assistant teacher's job to be available to the olders for

extra help. When the teaching and learning situations became tedious and

boring to the children, I would try to offer suggestions that would encour-

age the olders and the youngsters to get back to work.

"Donny," I questioned, "Do you remember working with Carol the other

day?" He replied with a slight nod. "Would you like to have her help you

again?" He was disgusted with the olders. But, he had a good time with

Carol before; she had been helpful. I asked him if he would like to work

some problems on the little movable blackboards. There was a slight affirm-

ative nod as he raised his eyes. Carol agreed that this would be suitable

to her desires for teaching and helping Don. She seemed happy to see Don

crawling out from under the table to her. Carol and Donald picked up the

small greenboards and chalk from the front of the room and went to work at

- 177-



CLASSROOMS AND INSTRUCTION

Don's table.

Soon Peggy and Joyce were finished reading. They came in to work some

arithmetic problems that Peggy had prepared. They worked at the blackboard.

I encouraged the olders to have a few ideas ready when they came to work with

the young ones. The first graders often became tired of working on one sub-

ject. They enjoyed changes.

Don was still a little restless, but was doing the problems that Carol

wrote for him. It seemed to help to have Peggy and Joyce working within his

sight.

Robert, a boy from one of the other groups in the classroom, was spin-

ning himself around in circles in the middle of the roam. He laughed and

danced around. "Come stop me! Come stop me!" He seemed to want something

to do. The classroom atmosphere was quite permissive. There were no pres-

sures from outside the classroom for orderliness and quiet, as there are in

the ordinary school situation. Consequently, I felt that there was no need

to consider his behavior as disobedient or bad.. I felt that my role was to

help set up learning situations for the children. Although, my own anxious-

ness sometimes made me get concerned with noise. I remembered that I had

helped him with some ideas for a picture when he was wandering around several

days before. "Robert," I called, "Do you remember the sunny picture that you

drew the other day?"

"Yes, I remember," he yelled. Robert often spoke loudly and would often

yell. I showed him his picture which we had stapled onto the bulletin board.

I asked if he would like to draw another. He answered with a loud "Yes." He

seemed proud to have something of his own on the board.

I got him a piece of paper while he rummaged through the table drawers
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for crayons. "What kind of day do you feel today is--a sunny one or a cloudy

one?" I asked, hoping that he would be able to express his emotions in the

drawing.

"A cloudy day," he said, picking a black crayon to draw the sun. He was

soon absorbed in his work, allowing me to help Carol and Donald for a few

minutes.

It was almost 10:00 o'clock, time for recess. The olders soon put up

their work to go back to their own classrooms. At 10:00 I told the children

that it was time to buy their orange juice bars. I went to the cafeteria to

get a cup of coffee. The teachers were standing about in small groups talk-

ing. I talked with another assistant teacher about the proposals which were

being written for new projects in the fall. The summer project seemed to

have become very meaningful to almost everyone. We didn't like to think of

the project's ending. Interest was high, therefore, in finding sane way to

continue working together in another project with children.

When I arrived back at the room, the chairs had already been arranged

in a circle. Each morning after recess the entire class met for a discussion.

We hoped that the children would be able to help each other through a dis-

cussion of their behaviors. The room was fairly empty except for a few kids

who were sitting down finishing their orange juice bars. I sat dawn on the

south side of the circle where I tried to sit regularly. I tried to sit in

the same spot so that I could watch the movemen.: of the children around me.

When a child sat beside me or one of the others or the teaching team, it

sometimes meant they were looking for support.

Donald and Robert came and sat beside me. Robert left his seat to wan-

der around for a couple of minutes. "Save my seat, Bill," he said. "Don't
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let nobody take it."

"You have to save your own seat, Robert." I told him this both to dis-

courage him from running around and because I wanted to avoid any arguments

about who was going to sit next to me. He walked over to the window, but

came back quickly as other children came in.

Because we were having trouble getting good discussions going, we had

asked the sixth grade teacher to send a couple of his students to our class-

room to help us. Because they were closer in age to our children, we felt

that they might be taken as models for behavior more readily than those of

us who were on the teaching team.

The discussion was fairly erratic. Questions and comments to the group

as a whole seemed to be dropped quickly. The din of several side conversa-

tions grew louder.

Angie, the sixth grade girl, asked, "How can you hear if you're all

going to talk at the same time?" The group passed over her question even

though one of the assistant teachers asked Angie to repeat her question.

The chatter continued until Robert finally yelled, "Shut up!"

I asked, "Why do you suppose there is so much chattering today?" I

hoped the group would be able to discuss what was happening immediately.

After a pause Donny spoke for the first time in the grrup. "I don't

want the group today," he stated boldly. Ne repeated himself as if to make

sure his stand was clear, "I don't want the group!" Perhaps he spoke for

several of the rest of the children. Someone asked him why he didn't want

the group thac day, but he was silent again, and the whispers and giggles

soon started up.

After a few moments, Lee, the other sixth grader, made an attempt to
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1*, help the discussion. "What happened yesterday in the group?" He asked.

"What did you talk about?"
ly

The question sparked Jerald, probably because he had been central in
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the previous day's discussion. "We was talking about adults and kids," he

said, "and about how kids like to have things of their own. ...things that

adults can't get into." It appeared to be an unusual occurrence for Jerald

to be saying something like this to adults. He talked softly as if he were

unsure about how safe it was for him to be expressing his feelings.

The discussion went fairly well for three or four minutes, but then

the time was up. I was glad the discussion had ended well. I felt more op-

timistic about the discussion for the next day.

The children carried their chairs back to their tables. William had

brought some clay from the fourth grade room. He asked if he could work

with his clay. I said that it was okay for him to work with his clay, even

though I had planned for the children to make masks. There was no reason

to insist that he do what the rest of the children did if he had other

interests. There had been occasions when I had insisted that William con-

form. The result was usually only outward conformity at best, with little

true interest of his own.

_ . J1,9(1 7. 'Masks, so she was soon at my side insisting,

"Let's make the masks now!" She and Donny helped to bring the mask mate-

rials to the table. Karen, Don, Joyce and Cornelia were soon busy cutting

and pasting paper.

Robert had wandered away from his own group again, and was quietly

watching us work. "Hey, can I make a mask too," he finally asked.

"You'll have to ask your teacher if it's okay first," I told him. The
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practice Tars that it was okay for children to go to other clusters for some

activities, but their teacher should be consulted first. The teaching team

felt that too much group shifting would be destructive to any program that

a cluster might organize. Robert's teacher said he could work with us, and

he was soon engrossed in the mask making. He worked harder and later cleaned

LT better than any of the children in my cluster. It seemed to show tIlat be-

cause he had chosen the activity himself, he took more interest in it.

After a few minutes, William was ti_rad of his clay, and returned to the

cluster. He quickly noticed Rcipert's presence and asked, "What is he doing

here? This is not his group." I answered that he was making a mask too.

William turned to Robert and said, "This is not your group." It was as if

he wanted to let Robert know that in this cluster, William was the top dog.

Ma -children had become closely identified with their own cluster and re-

sented intrusions.

At about 11:30 the children went next door to watch same films which

had been taken at the local carnival. Several groups from the school had

taken a field trip to the carnival. I stayed in the roan to help Robert and

Karen finish their work.

A little later Donald came in and asked where William was. William had

quickly broken his own mask and had borrowed Don's. Since it was almost

time to go home Donny wanted his mask back. We went to look for William.

We found him out in back of the building inside a stack of old tires where

he usually went when he wandered away.

Donald immediately insisted, "Give me my mask back, William!"

"But you gave it to me," replied William.

"I don't care. I want it," repeated Don.
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"Don't you remember that you gave it to me?" tried William again; but,

after a pause, he handed the mask to Donny. Donny took the mask and went to

board the bus.

I then gave William his parental permission slip for a trip we were

planning. He looked at it and said, This is not my name." I told him that

it was his name; it was just written in longhand. Nonetheless, he repeated,

"It's not my name. I been lying to you all the time. My name's really

Frankie James."

I scolded. "Why do you say that? You know that's not true."

"But it is," he insisted. "My name is Frankie James." I cut off the

conversation by telling him that it was time to board the bus.

It was only later that I thought about what I had done in terms of how

I was trying to learn to operate with the cnildren. I was trying to learn

to listen, but it was easy to fall back to telling. I had no idea what

William had tried to tell me. Instead of treating him as an individual from

whom I could learn things by listening, I resorted to the manner of acting

as an authority and disregarded his thoughts. I knew that he knew his name

and yet I insisted on telling him the "truth," instead of listening to him.

I don't know what he meant, but I could have found out by listening and ask-

ing instead of telling. By telling, I precluded any involvement of my own

in what he was thinking and insisted that he be involved in the way I saw

things.

I walked down the corridor to the front of the school to where the

buses were. I stood in the warm sun and watched the stragglers board the

bus. The buses slowly pulled away. Behind the buses in the fields the

potato pickers were leaving their work for a lunch break.
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Five people, different and alike, faced that first morning of school.

We had, each of us, an idea as to what would happen, and a thought that we

wanted and could cause certain things to happen in the next thirty school days.

We wanted good things for the twenty-seven "kids" who would be in that room

with us. We wanted son things for them that we were convinced they had never

before had at school -- a warm feeling between them and the adults in the room;

a real acceptance by their teachers, even of their most negative thoughts and

feelings. We wanted more than anything to understand each one of them as a

worthwhile person, and to help them feel good and successful and "big." We

thought, because each teacher would get very close to the six in his or her

"cluster", that the child would catch the feelings that we had about them, and

the caring for each of them -- and that the progress we could make would be so

significant that schools everywhere would have to take a look, and would have

to re-evaluate their methods in favor of some of the things we had found to be

successful in helping kids learn. I was personally convinced that we would be

successful. For a lot of years I had been mir] down by too much structure and

curriculum to be covered, and too little opportunity to get close to each child

and help him develop and progress as an individual. I was ready to start with

nothing, because I was sure that our basic assumptions were sound, and that

structure and curriculum would develop as the children became ready and felt a

need for them.

Our teaching team had a lot of potential, as I saw it. Mac, the drop-out
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member, was tall, chocolate-colored, quiet. He spoke in soft tones and flashed

white, white teeth in an occasional smile. Diana had the bouncy eagerness of

one just out of high school and ready to tackle anything. She had been a local

Potato Festival queen, and was known to immediately love everyone she met.

Lodi, the housewife, was 33, Mexican-American, beautiful in her slow-smiling

way. Three of her four children were attending the summer school. Ley was a

member of the college-student group. He was fresh from four successful high

school years, recently crew-cut, ready to undo as many as possible of the evils

that he felt classrooms had heaped on our kids. As the certified teacher in

this group, I came with all my props down. I had spent nine years teaching

without ever having accomplished to my satisfaction the kind of classroom cli-

mate I thought was the best for learning. I was determined that this summer's

experience should be the springboard to a new "me" in the classroom from here

on in.

So there we were. I hoped we could operate as a team, giving the very

best that each of us had to offer to make this an unforgettable and vastly re-

warding experience for our children.

It was rewarding. I can in all honesty say it was the most stimulating,

challenging, and at the same frustrating situation in which I have ever

been involved. So much experiencing and learning constantly took place -- and

it was so strangely different from the pattern I had pre-cut -- that while it

was happening, I did not recognize it for what it was I believe the teaching

team share this feeling. We can look back now after six weeks and think about

what happened. Seeing it, and stating it honestly, is a demanding and painful

task. We have had to admit that we can be only partially objective -- that we

were all s- deeply involved that it is hard even now to say, "This is what
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really happened. It isn't what we thought would happen at all, and we could

say on the basis of that, that it was not successful or good. But that would

not be true. There were some good things. We may not know what far-reaching

effects there are for a long time to came, but something has really been start-

ed here." And this is how it happened. This is how we saw it.

The busses lumbered up to eject 200 children on the first day of summer

school. Ina few short minutes twenty -four of those children had sortedthem-

selves into our classroom and were waiting with uncertain, questioning eyes to

see what was going to happen to them. We pulled names out of a "hat" and they

had a teacher. They moved, then, in clusters of six to different corners of

the room -- except Mac's group. Mac had not arrived, and with sane confusion,

his children were temporarily assigned to other groups. Diana had chosen a

corner and arranged the tables so that her children sat around facing each

other. They talked briefly, and then Diana asked them what they wanted to do.

Some said they'd like to play with clay. They scurried to pull boards from

under the sink, and were immediately deeply involved. Lodi talked very quiet-

ly with her group, and they were soon making pictures. Ley had been in ani-

mated conversation with his children. I heard questions like, "You came here

hating it (school), right? Is there any way we can make you like it? What do

you like to do in school? What do you have trouble with in school?" The child-

ren responded eagerly, and he added,cnis is going to be a time for you to

learn what you need to know. First of all I want to get to know you." They

talked a few minutes longer, and then some of his children were busy reading.

The rest of the group joined in the clay activity. One little girl heartily

disapproved of the "babies" who wanted to play with clay. She called them a

"bunch of dumbies", but they happily went on with what they were doing and did
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not react to her comments.

Mac arrived at 9:45. He had had a transportation problem. I explained

to him how we had divided the groups, gave him a list of his children's names,

and suggested he could call them together now, or let them gn nn with what they

were doing until after recess, which was close. He decided on the latter

course, sat down at his desk (the teacher's desk was Mac's by choice and be-

gan drawing a picture. A few of his children came to stand around him. I

heard him say, "The first thing I want you to know is my name is Mr. Lewis."

One child questions, "Mr. Lewis?", and he repeated the name. It was very import-

ant to Mac to be "Mr. Lewis." We had introduced ourselves as Ley, Diana, Lodi

and Lynn, and really tried in those first days to remember to call Mac "Mr.

3wis" in front of the children. We forgot though, and he must have felt dif-

ferently, because he soon became "Mac" to everybody.

Recess was orange -bar time. At 10:20, when I returned to the room,

orange -bars were still being eaten in the corridors and inside. Mac was sit-

ting by the window watching Ley's children working math at the chalkboard.

They were racing to see who could write the problem and complete it first. In

the resulting uproar, I could barely hear Diana say, "Get in line and let me

see if everybody is here. We will go outside and talk and then we will figure

out something to do." She reported later that she had taken her cluster to

the auditorium where they had spent almost an hour talking together. The child-

ren had told her what they wanted to learn, how they felt about school and much

about themselves. (This pattern was to continue through the whole summer ses-

sion. The real "getting to know each other" took place in the cluster groups

rather than in the total class meeting. The children shared themselves and

their feelings and needs only with their teacher.)
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We ended that first morning with a "group meeting." Chairs were set up

in a circle around the "H" formation of tables in the middle. After we had be-

gun talking, one little girl wanted to speak and could not be heard. It was

suggested by someone that we move closer together. In doing this, some moved

into the middle to sit by the tables. One little boy put his chair up on a

table, saying, "The king sits up here." I started the group meeting by saying

that we were sort of a family together, and that we might help each other by

talking things over. Then I brought up the term "community", and asked if any-

body had heard that word. One boy said, "That's a city." Another said, "That's

a place they build missiles." Ley explained that a community was a place like

Perris, and that people live together and try to work things out in a community.

We wanted to do that in our classroom. At that point the children had nothing

to say. They did not respond to the hypothetical situation I injected regard-

ing a child who cheated on the playground when I asked, "flow could we help that

person?" The teachers began to ask other questions, then -- "What do you like

about school -- or dislike?" There were lots of answers, but the talk did not

turn into a discussion. For the last few minutes, the children returned to

their teachers for a brief planning session. And then the busses appeared a-

gain, and the children left the room, carrying pictures they had made and papers

they had done to show at home. Our Project was under way.

The days followed then, in rapid succession. On the third day children

were reshuffled to ease an over-enrollment in the grades below us. We sent 14

of our children to the next teacher, and our class was filled in. with younger

ones. Already such strong feelings had developed in the group that there was

much unhappiness at the change. Teachers who had begun by getting to know their

children thoroughly were forced to begin on a "first-day" basis again. During



CLASSROOMS AND INSTRUCTION

that first week we administered an achievement test so that we might have some

criteria for judging academic movement. The children took the test without

much complaint. They seemed to feel very secure, suddenly, with a desk, a

paper and pencil. "This is the way school is supposed to be," they were tell-

ing me. They must have been searching for limits and framework, just as "-

adults were in the face of this great vacuum of freedom.

The teachers discussed cross-age teaching with their children, and arranged

either teaching or learning situations for those who wanted to try to help a

younger child, or wanted help from an older. Many children did not want either,

and did not take part at all. Those who did not worked with their cluster

teacher or with peers while the others were away from the group. The teachers

soon found it was difficult to observe the cross-age teaching, which was taking

place in several different locations for their three or four children, and at

the same time be responsible for those who were with them -- so that observation

and evaluation'of the teacher-pupil process was seriously hampered.

Lodi and Diana very quickly adjusted themselves to teaching. They began,

and continued through the term, to work with their groups in a fairly "scheduled"

way. They changed activities as often as the children felt the need to do so,

and alternated academic tasks with movement or talk or play. Diana had a way of

"thinking ahead" of the children, and helping them to fill every moment of their

time. For example, one morning they had a ten-minute tea party while she was

preparing materials fora project which was to follow. Lodi listened and

chatted with her children as they worked. She brought a set of dominoes and the

children became intensely involved in figuring out their scores as they played.

She would not let them give up easily, and probed them to look at all the pos-

sibilities when they said they could not "play." Her group was boys, and they
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wanted to build a fort. They did so, after considerable planning, in about an

hour. For several days following, they used the fort for play, and learned with

Lodi how to bandage cuts and take care of hurts.

Ley's group wrote a letter to the Dodgers and asked if they could have

tickets for everyone in the school to attend a game. Before very long an ans-

wer came, saying that there would be 100 seats available behind home plate.

Ley saved the letter until his group was together, and then let Gene open it

because he "needed a little lift." He had just had a fight with the first-

grader who was his student, and was pretty unhappy about being a teacher. Gene

could not read the letter, and Ley said, "Guess we need to learn to read so we

can tell what they're saying, huh?" Ley evaluated his teaching later: "I was

trying to throw out everything -- any way that I was ever taught in school, or

any way that I knew about teaching, and I was trying to start from the begin-

ning and get to know the kids and then see if I could think of something new in

my mind that would get an idea across to the kids to try to teach them how to

read and stuff like this. And I tried that, but I ended up using a lot of

things that ordinary teachers...use."

Mac never actively approached his children. They would gather around him,

and he would listen to them read, or write out arithmetic problems for them to

do. "They roam around," he said. "(I) let 'em get up and roam around a little

bit. I don't like to just keep 'em here at the desk all the time, or take 'em

outside. They want-a do something else in the room, so I let 'em, you know,

get up -- so that kind of roamin' around's all right with me." His approach

terrified me- but I found myself thinking at the same time, "Maybe he can do

something with these kids that none of the rest of us can do."
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The close relationships between teacher and student grew. Ley often

rode home on the bus with his children, ate lunch with them, and stayed part

of the afternoon. Mac knew the families of several of his children, and knew

how to "deal" with the child as a result. Diana and Lodi were acquainted

with families, too, and we spent much time in our teaching -group meetings dis-

cussing children's problems in the light of their home situations, and think-

ing of ways to help them feel better about themselves.

We spent some time one day at a wholesale toy outlet, and each teacher

bought things for his or her group. There were toy dishes, books to color,

paper dolls, cooking sets, word games, wooden airplanes to put together, and

model cars. Once the model cars were brought out in the room, there was no

attention given to anything else. They even began to appear in other rooms,

much to the teachers' consternation. The children were inordinately proud of

their "creations", and could hardly wait to finish them so that they could

take them home. I think much of this material, the use of which bothered me

as a teacher, might be justified only because it was such a singular exper-

ience for these children to have "things of their own."

A university station-wagon was available for use on the Project, and

was used for numerous field trips. The groups at various times went to the

Riverside Museum, the school library, San Diego Zoo, the park, a swimming Dool,

picnicing, to the beach and the baseball game, the Potato Festival, shopping

at the Plaza with a quarter to spend - -- and each trip widened horizons for

children who had never before been out of the Perris Valley. They returned

breathless and excited, and made pictures and tape recordings about what they

had seen.
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The class group meeting was ineffectual. The time for the meeting had

been rescheduled with the "new" class to take place immediately after the morn-

ing recess. The furniture had been rearranged in the room so that a space

large enough for our circle was available without any furniture in the middle.

Chairs were set up just before the recess, and we began gathering for the group

meeting at 10:20, hoping to begin it punctually at 10:25. Always there were

still orange bars in evidence. Some children, like little squirrels, gathered

sticks and played with them during the meeting; others had models or crayons

or rulers in their hands -- things distracting to the group. Assistant teach-

ers were usually on time, but not consistently. The children came a few at a

time. and sat in the circle, but would leave again to get a drink, run out-

side, or to another part of the room. It was a casual "coming and going" pro-

cess for the first ten minutes for some, and for others an active withdrawing

to the playground or the corridor. Consultants and Change and Development

Team members observed, made suggestions, tried to help. We were not able to

change'the tenor of the meeting very much -- most often the "anti-school lead-

ers" in the class reigned. On occasion, one conforming little girl could whip

the group into an interest in a problem, but usually the talk centered around

such remarks as "Why doesn't Isaac join the group?" It was thought by our con-

sultant that more total group experiences might supply material for our group

meeting, and give the group a feeling of involvement. At one point we attempt-

ed such an experience. Ley and Mac were going to arrange games each morning

before recess. The first morning nine children took part with Lodi and Ley.

Mac called needed numbers from a bench at the side of the playground. The

second morning there were about six. Children who did not want to play were
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in and out of the room. There wasn't a third game time.

The lack of limits and structure -- and direction -- were a constant

threat to me. Lodi and Diana stayed with their children, set expectations for

their behavior, and generally held them to it. For the most part, though,

school had become a place where one could do "whatever he wanted to." Mac

was not bothered by the situation. Ley thought we should set some limits, but

that the children would work their way to others. I hoped the building would

still be there when the children decided it was not a good idea to walk on

tables and chairs and hang from the doorway. And I hoped they would survive

the daily scuffles and fisticuffs. At one point I broke under the pressure.

I had returned to the room following recess to find some of our boys and a

child from another room fighting with rulers, pencils, bodies. I sat down in

the circle, and was joined by one of the children who had been fighting. He

started to talk to me, and William, the boy from the other room, grabbed him

and began fighting again. My notes from that day describe what followed:

"I pulled them apart, and as I did my anger grew to the extent that I stood

up, picked William up, carried him out of the room, set him down on his feet,

and pointing to his own room, said 'Get out of our room, and don't come back.'"

I thought about that during the group meeting, and about the amazed, thwarted

look on William's face. It began to hurt more and more, the memory of that

look. I read it to say, "All you grown-up people have been telling me all sum-

mer that you love me and want me to feel good about myself. But you don't

really mean it. You only love me when I behave the way you think I should."

After the group meeting, which was strangely quiet that morning, I went to open

the door and found William outside. He said he had come back to apologize to
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"that boy." He began crying. So did I. Tim was sent for and listened non-

committally to William's "sorry" words. A crowd gathered to watch the tears.

Mac was beside me, and I issued a plea for help: "Mac, I can't handle thpcp

kids. Will you help me?" He said he would, in his best "Miss Lynn" voice,

and I took my emotions to a hiding place.

Mac described the situation later: "Well, when I walked in the roam,

Larry and William and Timmy, is that his name? Tim, uh, you know, they were

fighting over some ice cream, and Larry took the ice cream, uh, I don't know

what he did, but Tim give... Tim took the ice cream and give it to Larry and

Larry wanted to fight William, and so William got mad and started hitting on

Tim, and they was, you know, sitting next to Mrs. Lynn, and Miss Lynn, I guess

she must have got angry, you know, and just grabbed him and took him out, or

took him outside and told him not to come back in. Well, see, that didn't

bother me, 'cause, you know, she's got a right to her opinion, the way she

think and the thing she do, and you know it didn't bother. me. I just looked.

But I did -- it was all right for William to get Timmy 'cause I think Larry

and Tim was wrong, so afterwards, you know, I was in a -- we had a little jam

session wid-uh -- Clara, and I heard someone crying, you know, and I didn't

pay no attention, and then I seen Sue (assistant teacher) out there, she's

about to cry, so I heard her say 'William,' and I got very concerned, and I

went olic,-:We to see what was goin' on and he was crying, uh, for what happened

in the classroom. So I went back inside, didn't say nothin', and pretty soon,

you know, he just got awful, Sue couldn't do nothin' wid him so I went out-

side and I thought I could do somethin' with him 'cause I had dealin's with

him before, and I know way he act, thing to do to him. And I coaxed him in a
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lovin' way -- uh, just about any person when he's crying, he wants someone to

talk to hia -- so I started to talk to him, and Charlie came over to help me,

and I told him I don't think he was wrong but he should go apologize, and that

was all. (After that) everything was all right. Nothin' happened. I think

she (Lynn) felt awful. I don't know how she felt about that, but when she,

you know, when she got angry and approached him in an angry way, well, she

felt bad because, you know, because she, well here's the way I look at it, be-

cause she didn't have no dealin's with him, she didn't know how to deal with

him, and I did, because she asked help from, you know, she come up to me and

asked me to help her, so wasn't nothin' I could do."

That was a key to my relationship with Mac -- to helping him bring out

the things he could offer to his boys and girls. I had asked for his help.

Perhaps had there been a longer time for us to work through things together,

to begin to fully understand each other's pattern of thinking, we might both

have made some real progress.

During the last week of school, we administered our "post" achievement

test. We brought back desks which had been moved from the room and seated

the children in a formal testing situation. Some of them were "with us."

Many were not. All during the school session their feelings and wishes had

been considered, listened to. Now they were telling us, "You can't suddenly

ask us to do something we don't want to do and expect us to do it. We might

do it if you'll change a little bit, too -- if you'll help us make this test

our idea, help us understand the importance of it. But you can't just say to

us, 'do it,' and expect us to knuckle under as we did before. Not now."

So that's what we came out with at the end of the summer school. There
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was change, lots of it. There was Tyrone, who said the first day of school

that he wouldn't "teach any white kid." Two days later I saw him happily work-

ing with a little first-grade boy. Caucasian. And Ramon, who would not talk

to Diana or the children at first, but who, on the last day of school, would-

n't stop talking. Larry, who in Ley's words, "...tries to break up fights

sometimes, and tries to keep from gettin' into fights -- in the beginning he

was...always right in there..he wouldn't even think about maybe not fighting."

The children changed, some in ways that we could see, and in the final

analysis, we changed a little ourselves. That wasn't always obvious, either.

Ley said, "...I don't know how much Lynn's changed...'cause she says in the

group that she's changed a lot about some things this sunmer, but I don't

know, she's still...talkin' with other teachers, and so she says, 'I don't

like this stuff of kids standin' on tables and walkin' on chairs, that still

bugs me' -- you know -- I think she could have been a little more open to that

if she had changed. I don't know -- it's hard to say. You don't know how

much she's changed until you see how she teaches again. When she teaches her

kids in the fall, whether she teaches any differently or not."

That will be the answer. "We may not know what far-reaching effects

there are for a long time to come, but something has really been started here."
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A DAILY CLASSROOM EVALUATION

by

Joseph Denhart

Introduction:

In this paper I will discuss how a specially designed evaluation ques-

tionnairp was used in a class of economically disadvantaged children. As an

adult, I have found that it is of great personal value to set expectations

or consider the bases that need be covered during a day and then at the end

of the day to look back upon these expectations by observing, in retrospect,

the activities that either helped or blocked my effective completion of my

set expecteds. It was my intention to introduce this same principle to the

children. Evaluation papers were filled out daily by the children directly

before school began and again after school ended throughout a six week sum-

mer school session at the Val Verde Elementary School. The evaluation was

designed so as to become something that the children would enjoy taking and

would actually look forward to as a systematic almost automatic habit. As

it turned out, the children did automatically adapt to setting expecteds for

each day at school and then when school ended the children took another eval-

uation which enabled them to look back at the school day they had just com-

pleted in relation to their morning "expecteds." One reason the evaluation

became automatic for the children was that it was specially designed so as

to be taken in a simple, enjoyable manner. The children were not forced to

complete the measures at any time during the summer session and for the most

part they did complete the evaluations in a regular manner. To my knowledge,

this is the first time such an attempt has been made to enable elementary
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school children to systematically judge their day at school.

Rationale:

The evaluation sheets especially created to be used during the summer

school program were designed in relation to the seven following rationale:

1. To motivate the children to focus on what their day would be like.

2. To set the children up as being partly responsible for their day at

school.

3. To have them look hack at their own success or failure concerning

their completion of their morning expecteds.

4. To further our personal understanding of the individual children

and their special needs.

5. To assess any different influence that each of four different teach-

ing assistants would have on the children within their respective

cluster groups.

6. To be something that the children would enjoy doing.

7. To enrich the aspect of personal learning for the children in the

school situation.

Procedure :

Two evaluation forms were designed, one to be given in the early morning

before school began, and one to be given directly after school ended. Samples

of these special pre and post evaluation measures can be found in Figure 3

and Figure' 4, respectively. The pre-evaluation measures were passed out to

the children daily at the consistant time of 8:55 and the children were given

15 minutes to complete the forms. The forms were so designed so as to simplify

their completion by the children in a simple and abrupt manner. The forms were
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taken using crayons to color one of four cartoon characters who were intro-

duced to the children the first day of school and became familiar reference

points from which to judge their daily activity in the classroom. Each child

wrote the date at the top of the evaluation page, colored one of the four dog

characters, which represented how the day would be, filled in his reason for

thinking the day would be as the choice indicated, and then signed the page.

The pre-evaluation questionnaire was titled, "My Day Will Be" and the post-

evaluation sheet was titled, "My Day Was." In all other respects the two meas-

ures were identical. Both provided four cartoon characters, one of which

was to be chosen to indicate what sort of day it would be or what sort of day

it was. After two or three days the children became very familiar with the

evaluation and most of them asked to take it even before it was passed out.

One of the first things we did was to teach the children the word evaluation

because they were saying "ebaluation," "evuation" and other similiar sounding

names.

Subjects:

The subjects were members of a class of the UCR-Val Verde Summer School

Project. These 25 children had an age range from 8 to 11 years and represent-

ed widely diversified backgrounds concerning such areas as religion, race,

ethnic group family environment, and intelligence. For the most part, these

children were drawn from an economically disadvantaged area in which approxi-

mately two-thirds of the families are solely dependant upon welfare for eco-

nomic support. The 25 children were selected on the basis of the class they

last attended, for the most part being second grade, and their achievement

scores on the California Apptitude Test.
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Apparatus:

The basic pre and post evaluation measures were especially designed for

use with this age group. The designed measure was to be completed in a sim-

ple and direct manner by the children. Samples of both these measures are

contained within Figure 3 and Figure 4 of this report. The measure was

designed so as to provide an opportunity for the children to register a great

deal of personal creativity. Four dogs were chosen as cartoon characters who

were distinctive and new to the children and thus the contaminating aspect of

past cartoon characters with familiar conventional ties was avoided. In my

estimation, the measure was relatively culture pure. The four cartoon char-

acters were introduced to the children just as real people would have been

introduced. We did this the first day in a total group meeting with the

children sitting in a circle by pointing to posters of each of the characters

as we named them. The names were printed underneath the drawings of the dogs

which hung on one wall of the classroom. As we repeated the names of the

characters out loud, we discussed what each character represented or what

kind of day each of the dogs would characterize. For example, we discussed a

"Nitty Gritty Day" as being a day to study and work and really get down to

business, when a "High Flying Day" would be happy-go-lucky, carefree, and less

work or more of doing the things you really enjoy. The children caught on to

this rapidly and became familiar with the characters. They liked their

names, repeated them to each other and showed real enjoyment over the idea of

taking evaluation measures before school started and after the school day end-

ed. A space was provided on each measure for the date and the name of the

child, but more importantly space was also provided for the child to give the

reason they thought it would be a particular day or it was a particular day,
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whichever being the case of the measure. This was done with the completely

open-ended type measure of having three blank lines with the word "because"

before them. In this way the children could complete a sentence, for ex-

ample, "My day will be a sad lad day because I stubbed my toe on the way to

school" or something like this. The children caught on to this readily and

the measure became a learning experience to the children, both academically

and personally.

Results:

THIRD GRADE DAILY EVALUATION DATA

TABLE 19

Daily Averages of Group Responses
In Relation to Their Teaching Assistants

Teaching
Assistant

High Flying
Pre Post

Sad Lad
Pre Post

Nitty Gritty
Pre Post

Sour Hours
Pre Post

Par. Gp.* 4.17/day 4.25/day .35/day .30/day .39/day .10/day .96/day .60/day

DO Gp.* 2.69 2.71 1.61 1.43 .61 .33 .83 .62

Col. Gp.* 5.48 5.36 .09 .14 .17 .23 .43 .43

H.S. Gp.* 4.17 3.86 .09 .29 .37 .53 .18 .19

Mean Daily Response

*Parent Group, Drop Out Group, College Student Group, High School Group
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TABLE 20

Overall Pre and Post Daily Averages
In Relation to the Teaching Assistants

Teaching
Assistant High Flying Sad Lad Nitty Gritty Sour Hours

Par. Gp.v 4.21 .32 .26 .79

DO Gp.* 2.70 1.52 .48 .73

Col. Gp.* 5.42 .11 .20 .44

H.S. Gp.* 4.00 .18 .57 .20

Overall Mean Daily Response

*Parent Group, Drop Out Group, College Student Group, High School Group

Discussion:

The discussion of the results will cover two general areas. The first

area will evaluate how well the test measure met the set rationale that were

developed when it was created and the second area will reflect upon how well

the measure tapped the creativity of individual children. The rationale,

mentioned previously in this experiment, were all met by the evaluation ques-

tionnaire. However, the first two rationale were only partially met as the

children lost their interest or motivation in focusing upon what their day

would be like and tended to complete the evaluations based upon a pure feel-

ing level. It was difficult for the children to consider themselves as being

partially responsible for their success, failure, or achievements, in rela-

tion to their day at school. This could be partially attributed to their

past experience with school as just being something that is there. Also they

have things provided for them to a great degree and don't have to assume any

real responsibility in their regular school planning.
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TABLE 20

Overall Pre and Post Daily Averages
In Relation to the Teaching Assistants

Teaching
Assistant High Flying Sad Lad Nitty Gritty Sour Hours

Par. Gp.* 4.21 .32 .26 .79

DO Gp.* 2.70 1.52 .48 .73

Col. Gp.* 5.42 .11 .20 .44

H.S. Gp.* 4000 .18 .57 .20

Overall Mean Daily Response

Parent Group, Drop Out Group, College Student Group, High School Group

Discussion:

The discussion of the results will cover two general areas. The first

area will evaluate how well the test measure met the set rationale that were

developed when it was created and the second area will reflect upon how well

the measure tapped the creativity of individual children. The rationale,

mentioned previously in this experiment, were all met by the evaluation ques-

tionnaire. However, the first two rationale were only partially met as the

children lost their interest or motivation in focusing upon what their day

would be like and tended to complete the evaluations based upon 'are feel-

ing level. It was difficult for the children to consider themselves as being

partially responsible for their success, failure, or achievements, in rela-

tion to their day at school. This could be partially attributed to their

past experience with school as just being something that is there. Also they

have things provided for them to a great degree and don't have to assume any

real responsibility in their regular school planning.
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The most potent area of the evaluation was that it tapped tremendous

creative expression from the children. Creativity literally flowed as the

children filled out their evaluation forms. A variety of different colors

of crayon, paint, chalk, pencil, glue, paste, and even scissors were used to

complete the forms. In this way the evaluation forms truly enriched the

school curriculum aad provided a potent outlet for the children's creativity

and the registration of their feelings concerning their days at school and

their personal problems. Many of the more significant papers that were fill-

ed out were followed up by asking the student, "Why they felt this way or

filled out the form in this sort of way." This led to a greater understand-

ing of the individual children. There's quite a difference between a child

coloring the "sad lad" dog and putting "today we will work" for a reason

and the child that colors the "nitty gritty" and states, "today we will

work." Some of the children colored all four dogs everytime and circled the

dog that stood for how their day was to be or how their day was, depending

upon the time of the evaluation. A great diversity of expression was regis-

tered after the open end word "because" at the bottom of the page. The child-

ren wrote things about their home life, things they were planning to do at

school, how they felt about their teacher, or even mentioned the evaluation

itself. Some of the statements children made to "high flying" were: "Be-

cause I built models" or "Because I caught a frog" or "Because I like Dave"

and even "Because Edward hit me." One of the most honest expressions was

given by a boy when one day he walked into class and cut the sour hour dog

with a pair of scissors, by doing this he registered honest feelings of deep

hatred and anger when he first came to school. I gained deep insight into

his personal problems concerning his home life after talking to him about why
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he cut the sour hour, dog and threw the evaluation down on the desk. It was

demonstrated in this case that the great value of the evaluation form was al-

so to provide an index of the children's personal feelings. It served as an

intermediatory or as an opening point of discussion to talk to the boy about

his personal problems that may never have come out within the school environ-

ment otherwise. I found the children were very expressive concerning their

true feelings, especially when their feelings were extreme. However, sane

of the children would automatically color or mark the "high flying day" dog

putting very little rationale, for example just the word "happy," and sign

the form. But if there were extreme feeling other than happiness the child-

ren would scribble or mark or gouge one of the other dogs and put a reason.

The physical manner in which they filled out the forms were very expressive.

Heavy marks drawn over the "sour hours day" dog, instead of a neat coloring

job would enhance the measures.

The children had a difficult time conceptualizing the real meaning of

the post evaluation form. It was a real battle to get the children to re-

flect back on the day they had just experienced and to recall their expect-

eds or the way they thought the day would be and why it was that way or why

it wasn't that way. However, about 50% of the children developed the habit

of "looking back," as they called it, "at their last two hours" and coloring

the dog that would be closest to how they felt during those last two hours.

So in this way, the evaluation did tap and provide a valuable area of feed-

back in relation to the children's views of :low their day at school really

was. In relation to the fifth rationale or that of assessing any different

influence that the four teaching assistants would have on the children in

their respective cluster groups the evaluation measure provided quite a
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valuable index to demonstrate the difference in teaching styles and their ef-

fects on the children. For example, considering the "sad lad day" of both

pre and post evaluation recordings the mean daily responses of the children

to this dog were significantly different between the drop out's group and

those of.the college student's, the housewife's and the high school student's

groups. Movement was also measured, as supported by the " nitty gritty" mean

daily responses of the drop out's group going from .61 in the morning evalua-

tion (before school started) to a e33 or a 50% reduction in nitty gritty

evaluation choices on the post evaluations. This could be indicative that

the children expected to work hard in the drop out's group a lot of the days

during the summer school program and they found that they did not work hard

and were not forced to work in the summer school program to such an extent

as they thought they would. The high school student's group showed movement

in the opposite direction when they came to school expecting to have fun or

a greater high flying average in the morning with a small nitty gritty aver-

age. The movement was down in high flying mean daily responses and up

nitty gritty on the post evaluations. The sour hour pre and post mean daily

responses were the most consistent of any of the four choices offered on the

evaluation forms. The main reason for this as I experienced it, is that the

extremely moody children that would register a sour hours or angry feeling

would be the most difficult to work with and to change during the T'Iree hour

school day. The high flying or happy-go-lucky responses were for the most

part relatively consistent also as indicated by the data tables.

Conclusions:

It has been effectively demonstrated to me that the use of evaluations



CLASSROOMS AND INSTRUCTION

such as the one described in an elementary school situation would be of great

value for getting the children to focus on and possibly assume responsibility

day1C-1. J. Vay al S1.h001 a-nd (7.1%.) IJCLVIILC a va_Luau.A. aid f-r p . V -LULL a

of personal understanding about individual children within the classroom. It

is my belief that the use of daily evaluation forms in the elementary school

would greatly improve personal relations between teacher, pupil and the fam-

ilies of the children if used in an unrestricted manner. An evaluation form

such as the one discussed becomes an enjoyable and meaningful reference point

for the children as well as a valuable source of information for the teacher.

I believe that fonns such as this could be used in all grade levels with pro-

per alterations specifically adapting the measure to the age range and cul-

tural sophistication of the children within the respective grade level.
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Economically and educationally disadvantaged children frequently begin

a pattern of defeat early in life which is intensified as they grow older.

Their disadvantage is felt especially if they attempt to move into a middle-

class, competitive world where emphasis and achievement is dependent on

skills usually acquired and given recognition through formal education.

Through not being qualified by education or specialized training, not being

able to fill out forms, understand written documents, and take competitive

examinations many persons are kept from entering interesting and self-

sufficient occupations. Typically, they accept employment at the most mar-

ginal levels, or none at all.

This pattern of discouragement, fear of looking bad in strange and new

situations, and not subscribing to many middle class values and practices

was very much in evidence among many of the children. For the children, we

saw the summer project as an "enrichment" program, which might help them

become more interested in school and learning, and hopefully, increase some

of their basic communication and learning skills.

We underestimated, for example, how much apprehension the children

would have over taking achievement tests, although we heeded the advice re-

counted by Riessman (12) and others from their experiences. Many did not

want to take the tests, some could not concentrate (sit still) long enough

to fill them out, and many refused to be tested at all. Even though the

purposes of the tests were explained several times before they were to be

given, they still did not want to and registered their protests. Early in
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the project, before summer school began, sessions were held with the staff

to acquaint them with the evaluation measures and each member was given a

copy of the project proposal. The project administrator preferred more

extensive achievement testing but the resident principal warned that the

children,would object to taking tests, and further felt than none of the

standardized achievement tests available were appropriate for the child-

ren who would be attending school.

Although there was little early comment by the staff, especially the

certified teachers, when the time for testing neared, many of the staff

voiced their objections to testing the children. Some felt that their

relationships, just established with the children would be jeopardized.

They wanted'the children to begin the summer school with success experi-

ences, and knowing their feelings of defeat in academic achievement, were

not enthusiastic about giving tests. Some of the staff had experienced

similar frustrations in school and did not see the value of this means of

evaluation.

Both staff and children registered their disapproval at the approach-

ing post-testing and even more children refused to be tested than in the

pre-testing.

Plans to have a control group did not materialize. There was a

neighboring elementary school with a similar population. Pre-testing met

much the same resistance as in the project school. After pre-testing, it

was discovered that the summer session for the proposed control school was

but three weeks, and thus the achievement test data, if obtained, would

not be for comparable lengths of time in school.

We originally planned to concentrate gathering systematic data to
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lend some light on two main questions.

1. Are there any measurable gains in the achievement test scoresassociated with the children's participation in the program?
2. Are the Acc-lc+ant teachers equally effective in bringing aboutimproved achievement test performances by the children? Or,when the various categories of assistant teachers (college stu-dents, school drop outs, high school students, and n.r,onts) areseparated, are there equal effectiveness in achievement testscores?

Achievement Testing.

Because of a fairly wide age range among the children (from ages 4 to
14) it was necessary to use different measures of achievement. For the
grade school children, The California Achievement Test (CAT) Form W, 1757
was used. The "Lower Primary" form was used for the younger children, the
"Upper Primary" for the middle range and the "Intermediate"

form for the
older children. The pre-school children were tested with the "Operation
Head Start Pre-School Performance Test" and the the kindergarten children

were tested with the same adapted for this purpose by inclusion of some
items from the "Metropolitan Readiness Test." We had considered other meas-
ures, the new "Stanford

Achievement Tests", for example, but felt that all
of them put the children at a disadvantage, expecially as many of the child-

ren were not experienced at taking these kinds of tests. After a telephone

consultation with Dr. Pauline Sears at Stanford University, the Resident
Principal decided that the California Achievement Test would serve about as
well as any of the standardized

achievement tests, since we did not have the
facilities to devise instruments suited to the specific population.

The change and development team and some of the assistant teachers at-
tempted to administer the California Achievement Test during the last week
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of the regular school year in May, 1965, to those children who had already

said they were going to come to summer school. We felt pre-testing would

give us more information about the children who would be in the project,

and perhaps some clues as to how we might place the children in the class-

rooms. The testing was not completed, as the children became discouraged

and did not want to finish the tests. Some expressed disappointment with

the prospects of summer school, saying that if they were going to be tested

they didn't want to came. There had been a summer school the previous sum-

mer which had emphasized creative arts and recreation.

Some of the teaching teams resisted the achievement testing strongly,

that it is likely their attitudes affected those of the children. Some a-

chievement tests were lost and of those that were considered to be usable,

there is the question of how representative they are of the children. The

teaching teams who valued the achievement test data, certainly had an in-

fluence on the cooperation of the pupils in taking them. The Change and

Development Team did not seem to feel they had the authority and were not

well enough trained to supervise testing for data processing.

The test data which was usable was processed by the Research Service

Center of the California Medical Facility Can institution of the California

Department of Corrections) who were sub-contracted.

Comparison of Pre and Post Testing.

The children were tested during the last week of the six weeks summer

school with the same form of the California Achievement Test, to see if.

there were any measurable differences in test performance. For the child-

ren for whom there was pre and post testing, we compared the significance

of the differences of the mean test scores. Table 21 presents these data
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by total battery and the subscales for arithmetic, language and reading,

broken into lower primary and elementary and combining the two

TABLE 21

COMPARISON OF MEANS OF PRE AND POST TESTING BY TOTAL
SCORE AND SUBSCALES OF CALIFORNIA ACHIEVEMENT TEST

Arithmetic

Number of
Children* Pre-test Post-test Differences

Signif-
icance
Level**

Lower Primary 31 50.06 49.97 - 0.09 N.S.
Elementary 26 49.73 50.62 0.89 N.S.
Combined 57 49.91 50.26 0.35 N.S.

Language
24 49.04 51.00 1.96 N.S.b'wer Primary

Elementary 27 43.44 46.11 2.67 <.05
Combined 51 46.08 48.41 2.33 1;405

Reading
Lower Primary 36 44.97 49097 5.00 .c...01

Elementary 26 44.54 45.12 0.58 N.S.
Combined 62 44.79 47.94 3.15 <1/401

Total Battery
Lower Primary 24 51.17 52.79 1.62 N.S.
Elementary 22 45.46 47.54 1.11 <.05
Combined 46 48.44 50.28 1.84 <001

Mg's vary as some children completed parts of the test battery.
**based on t-test

It is interesting that when combining means for the total test battery

for lower primary and elementary children, the differences were significant

(.01 level) and indicated that for the children who completed the testing,

there was new learning in the six weeks experience that could be measured

by the standardized achievement tests. The largest total differences were

for the 22 elementary children for whom complete test data were available.
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*PitaWirEgrintelaWsiRltbItTA1/45/4tEeETWcflifiTETtaito6laT%1W6RateiunkibIllarceAlialaitg 

S9WPf la cao;oaaTp 4.oaCoad aql 2uT;Tam Aq pauTP;qo aq APW STS/IMP aq; 

dukrecPelfflaWblitiReen* ltlEfac41.ritittislagiF disRatlel Wit BVEKIW fiffillarsK3Raliksffie 
°P;Pp ;sal. .sod pup aid aq; uo pamiogaad sam 90UPTLIPA JO STSATPUP UV* 

points from which to judge their daily activity in the classroom. Each child 

wrote the date at the top of the evaluation page, colored one of the four, dog 
uoT;PuraoguT aog E3 pue 33 saNAL UT 

characters, which represented how the day would be, filled in his reason for 
pawasaad aaP Aaq; 'aanamoH suoTsnTouoo weaxem ;ou op Aat14. 4.P1.4 Timis os 

thinking the day would be as the choice indicated, and then signed the page° 
aae aTdmes ;sal. aq; uT saaqopa; 1.up;sTsse pue uaapuqo go saaqmnu at1,L 'UZI 

The pre-evaluation questionnaire was titled, "My Day Will Be" and the post- 

-puqo aq; go 'mai alp puP saapeal. we;sTsse TeuoTssagoad-uou JO pup uaam; 

evaluation sheet was titled, "My Day Was." In all other respects the two meas- 
-aq pal.sTxa uoT;PTa-en cup gT 2uTmomf uT pa;saaa;uT aie 9M pans .s;sa; 

ures were identical. Both provided four cartoon characters, one of which 

wamanaTqoP cq paansPam SP 4 ST TNS 2uTuaeaT pup uopeoTummwoo oTseq uTP; 

was to be chosen to indicate what sort of day it would be or what sort of day 

-ciao uaPaT uaapuqo 2uTdTaq uT 9AT1.09JJ9 ATTenba eq 7Tnom saaqopa; Ime;sTsse 

it was. After two or three days the children became very familiar with the 
TeuoTssagoad-uou go spuTN an:4 aq; gT 2uTmoux uT pal.saaa;uT axam am 

evaluation and most of them asked to take it even bgfc?re.it as passeclout. 

*.saatio-eaj, we;sTssy TeuoTssagoad-uoN go sadAI zumuv ucppTaTA 

One of the first things we did was to teach the children the word evaluation 

because they were saying "ebaluation," "evuation" and other similiar'abNing 

Imegq; 1p weoTgTu2Ts) seouaie ; ;Tp 1.saareT aq; pamoqs uaapiTqo aa2uno4 aq 

4aaaq pup cpuncg aaam saouaaaggip ;uPoTgTu2Ts ;sa;eaa.2 ate cffitypnw ui 

Subjects: 
TeAeT SO' aq; weoTgTaTs aaam 4waog AapwawaTa eq. uo 

The subjects were members of a class of the UCR-Val Verde Summer School 

Pa;s94 u9aPTTIT0 a eqq- seoualeMP ';uP0T3Tu2Ts ;ou aaam samalaIgTP 

Project. These 25 children had an age range from 8 to 11 years and represent- 
at p. ;nq c2uT;sa;aa uo sazoos ;se; aaq2Tq pamoqs 4papnTouT axes s;Tnsaa 4.sa; 

ed widely diversified backgrounds concerning such areas as religion, race, 
asoqm uaapTTqo AremTad aamoT tz etp. 4;uamanoadmT ..a6m6uv7 uI ;sa;paa2 aq; 

ethnic group family environment, and intelligence. For the most part, these 
2uTaq 2uTpPaa 'seam ql.oq uT 1.upoTgTu2Ts east saouaaaggTp eq; 4pauTpoo uax 

children were drawn from an economically disadvantaged area in which appragi- 

-p740 ITm4mm9Tn pup 4CmarDni ..rapinT am. ;nu 4TrantaAavinP ignM aqi pammes uai 

mately two-thirds of the families are solely dependant upon welfare for eco- 

-PITTa 9M. 4.pq; ;uamdoTaAap aftam pup Orypnw go eaae aq . 

uT 

nomic support. The 25 children were selected on the basis of the class they 

lsaTTPms aq; exam vrrauvirrIrD uT saouaIa.ITTP 

last attended, for the most part being second grade, and their achievement 

scores on the California Apptitude Test. MOILVfflVA 
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TABLE 22

DIFFERENCE BETWEEN. TOTAL MEANS ON CALIFORNIA
ACHIEVEMENT TEST UNDER PRE AND POST SUMMER

SCHOOL CONDITIONS GROUPED BY TEACHING ASSISTANT

Lower Primary

Number of
Children* Pre-test Post -test

Differ-
ences

Signif-
icance
Level**

DO ** 8 52.62 53.00 0.38 N.S.
HS 6 57.00 58.67 1.67 N.S
PG 6 49.67 50.17 0.50 N.S
CS 4 41.75 47.50 5.75 N.S

Elementary
DO 3 46.67 49.00 2.33 N.S.
HS 7 48.00 47.00 - 1.00 N.S.
PG 7 42.14 44.86 2.72 N.S.
CS 5 45.80 51.20 5.40 N.S.

Combined
DO 11 51.00 51.91 0.91 N.S.
HS 13 52.15 52.38 0.23 N.S.
PG 13 45.62 47.31 1.69 N.S.
CS 9 44.00 49.56 5.56 <.01

*N's vary according to number of children completing tests
**t-test between correlated means; corrected for correlation.
***to (Drop Outs); HS (High School Students); PG (Parent Group);

CS (College Students) .

Table 22 presents the total mean test scores by category of non-

professional assistant teacher. Only when the lower primary and elemen-

tary scores were combined, was there a significant difference (.01 level)

and this was for the college students. The mean test scores for the

children working with the parent group and the college student group were

considerably lower on the pre-test than for the other two groups and the

movement was greatest for the college students. In the lower primary

scores, the four children working with college students made the greatest
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gain, but were still testing below the 20 children assigned to the other

non-professional assistant teachers. Means of the test scores for the five

elementary children assigned to the college students did not begin as low

as those for the parent group, but the children, on post testing, achieved

higher mean test scores than the other 17 children. When the mean test

differences of the lower primary and elementary children were combined, the

differences for the nine children assigned to the college students were

significant at the .01 level.

As the largest significant differences in achievement testing were in

teading (see table 21 ), we were interested if there were any variations in

type of non-professional assistant teacher. Table 23 presents the mean

test score differences in uading according to type of assistant teacher.
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TABLE 23

DIFFERENCES BETWEEN MEANS OF READING SCORES OF
THE "CALIFORNIA ACHIEVEMENT TEST" UNDER PRE
AN POST SUMMER SCHOOL CONDITIONS GROUPED

BY TEACHING ASSISTANTS.

Reading

Lower. Palimaa
55E*
HS
PG
CS

Elementar1
DO
HS
PG
CS

Combined
DO
HS
PG
CS

Nmber of
Children* Pre-test Post-test

Differ-
ences

Signif-
icance
Level**

12 49.00 51.83 2.83 N.S.
8 46.38 56.00 9.62 4%05
9 43.11 47.56 4.45 N.S.
7 38.56 43.00 4.44 N.S.

3 46.67 49.33 2.66 N.S.
7 48.00 47.00 - 1000 N.S.
9 41.22 42.11 0.89 N.S.
7 44043 45.29 0.86 N.S.

15 48.53 51.33 2.80 <.05
15 47.13 51.80 4.67 N.S.
18 42.17 44.83 2.66 N.S.
14 41.64 44 14 2.50 N.S.

*N's vary according to number of children completing tests
**t-test between correlated means; corrected for correlation.
***E0 (Drop Outs); HS (High School Students); PG (Parents Group);

CS (College Students).

In 'Leading for the primary group, the eight children assigned to the

high school student group showed a significant difference (.05 level).

The seven elementary children assigned to the high school student group did

less well in 'Leading on the post testing than on the pre-testing. When

combining mean test scores for all 64 of the children tested on Azad, ig,

the 15 children assigned to the drop outs showed a significant difference

on the pre and post testing (.05 level).
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Drop Out Rate.

The children, even though occasionally discouraged, worked through

problems created at home and at school in the daily discussion groups.

No child left the project due to loss of motivation. A few dropped out

after prolonged illness, family moving from the area, or unanticipated

vacations, etc. Each week a few new children appeared on the buses.

Table 24 compares the drop out rate of the children with the previous

summer session and with the neighboring school.

TABLE 24

"DROP OUT RATE FOR THE CHILDREN#

1964*

Project School 14.4%
Neighboring School

1965**

0.0%
28.9%+

*Only previous summer school held
**6 weeks program
+3 weeks program

#(Excluding absences due to prolonged illness, vacations
and moving from the area)

In July, an older boy, as spokesman for others in his class, asked

for an "appointment" with the project director. The children wanted to

know if the summer school could e extended a few more weeks, as they were

not going to have time to do all the things they wanted to. They also

wanted to know if school could begin at 8:00 instead of 9:00, so they would

have more time each day. This would have meant some would have had to have

gotten up at an early hour, as many of the children had to spend an hour

riding to and from school each day.
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A systematic follow up study of the latter effects of the project on

the children or staff was not included in the present proposal. * Informal

impressions and hearsay from the school leads one to believe that there

is more fighting among the children than in the summer session, and behav-

ior problems are frequently referred to the administration. All these

were handled in the daily group discussions during the project, and no

child was referred to the administration because the teaching team could

not deal with it. However, the school population is now nearly doubled

from that of the summer (many families moved to this area following the

disturbances in the Watts Area of Los Angeles) and there are two-thirds

fewer staff.

The Staff.

Although there was no direct, systematic study of the staff, there

were some anecdotes concerning same of the assistant teachers which are

of interest. Mrs. Penn, one of the housewives, has recounted some of

these in an earlier chapter. One of the housewives, for example, said

during the project that she had come to the valley to die, but now felt

that she had had 30 years added to her life to work with children. This

housewife had moved to the valley from the "Watts Area" in Los Angeles,

buying a small plot of ground and building a little house on it, where

she lives alone with her small granddaughter. Her granddaughter often

brought her to work mornings on their little motor scooter, when she could

*Further trailliFg for some of the members of the assistant teacher
groups (parents and drop outs) and follow up studies of the children has
been included in a proposal submitted to the Community Action Program of
the Office of Economic Opportunity.
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find no other way to get to work. They had no electricity in the house,

and no water, having to get it in pails from the water tank near the rail-

road crossing. This same housewife is currently volunteering one afternoon

and one evening per week to attend a seminar for the assistant teachers at

the University of California at Riverside and acts as a teaching assistant

in a University Extension course for certified teachers. She hoped to be-

come skilled at playing, for she felt this was an effective means of

helping people see themselves and begin to change.

Another housewife went through a notable change physically and attri-

butes this to the project. Where formerly, under a doctors care on a re-

stricted diet, she claimed she felt better than ever now and was able to

eat anything. She was anxious to work with children or training other

housewives, and was informally recruiting some. She has changed some of

her values considerably.

The one male parent assistant teacher also mentioned cessation of

ulcer symptoms and attributed this to a new lease on life he has taken.

He was looking forward to getting another job working with children.

Assigned to the pre-school class, he felt he had been a failure, until

the first week of the regular school in the fall, when 3 of the 6 children

he had worked with during the summer, had their parents bring them to his

home. They had gone to the school and were disappointed when they didn't

find "Jesse" whom they wanted ..for their teacher.

He was unemployed when hired for the project and knew of it's tempo-

rary nature. During the summer he was offered more permanent employment

at a higher rate of pay but turned it down to remain with the project. He

is currently unemployed and in need of work to support his family. He
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volunteers his time as a teaching assistant in a University Extension class

for certified teachers and a seminar for assistant teachers. The class

where he formerly worked in the project is overcrowded, having over 50

children in two sessions, both taught by only one teacher.

Other children have asked where the other assistant teachers are, whom

they called "teachers" and still call them by this title when they see them

in the community and in the town. They cannot understand why they are not

at school anymore.

Most all of the assistant teachers who are enrolled in college have

contacted various persons in the project and almost unanimously have reg-

istered their dissatisfaction with college. They feel their ideas and en-

thusiasms are not valued, and that they are primarily supposed to be recip-

ients of "knowledge" rather than discovering through new experiences. Near-

ly all of them have written that they want to leave college and return to

another similar project. This is a rather sad commentary on higher educa-

tion, as it ought to be a highly stimulating and exciting experience for

young people, especially those who want to work with people and ideas and

who could themselves be participants rather than recipients in new learn-

ing experiences,

Summary.

As one method of evaluating the project, interest was in knowing if

the experience would reveal any measurable and significant differences in

performance on a standardized achievement test. Concern was primarily with

fundamental skills of reading, arithmetic and language development. Second,

was there any variation among test scores of children working with the four

- 221 -



EVALUATION

categories of assistant teachers?

In addition, does the enlistment of children in the learning situation

bring about indicies of their involvement?

It was not possible to obtain pre and post achievement test data on all

the children in the project.

The children tested made significant overall improvements on the achieve-

ment tests. The greatest improvements were in Language for the advt. child-

/Len and in 'twang for the youngek ones. The children made little, if any,

gains in arithmetic.

An analysis of variance revealed no significant effects of the four cat-

egories of assistant teachers upon combined achievement scores, with the ex-

ception of the college students. A slight significant difference was also

found in the 12 younger. chitdnen tested in /Leading who were assigned to the

hi.gh 4choot ztudentz and when the /Leading scores for all the children are

combined, those assigned to the &top outs show a significant difference.

The samples are too small to warrant interpretations.

The drop out rate for the total children attending the project school

was rather striking when compared to the previous summer and with the neigh-

boring school. No children left the project as compared to 26.9% from the

neighboring school and 14.4% at the project school the previous summer.

None of the 50 staff hired for the project left and a number of them

were pursuing formal education after the project was completed, when contact-

ed two months later, who had not planned to du so at the beginning of the

project.
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PERPLEXITY-PANIC-PRAISE

(A Report on Visitors Impressions of the Val Verde Project)

by

Phyllis Dole and Nell Greene

More than two hundred visitors observed the Val Verde Experimental Summer

School during the six weeks of its operation. They were from a wide range of

professional interests. University classes concerned with curriculum, super-

vision, and administration visited. Seminars were held for them with the Pro-

ject Administrators, Dennie Briggs, Nell Green, and Phyllis Dole. The largest

group of visitors was elementary teachers. This would be expected as the ex-

periment was directed toward the elementary school.

Because of the many strands of inquiry in the Project, such as, human

relations, counseling, curriculum development, individualized instruction,

Tolders teaching younger's', group processes, change in roles, and shared ad-

ministrative responsibility, many persons other than elementary teachers also

came to observe.

Secondary teachers, junior and senior high school counselors, principals,

psychologists, sociologists, a university chancellor, university deans, univer-

sity professors, curriculum consultants, college students, county office and

central office staff, parole agents, Office of Economic Opportunity officials

and many others visited the project.

Reactions to what was observed were documented on written questionnaires.

Opinions of the project were both highly enthusiastic and strongly negative.

Visitors reflected their approval and disapproval largely on the basis of their

own expectations and biases. To secure accurate feedback from the visitors,
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they were not confronted directly but were requested to fill out an opinion

sheet which was submitted without identification other than noting their oc-

cupation.

Some of the questions asked on the questionnaire were:

What two things stood out most?

What two things would stregthen the program?

Would you be interested in working in this Project?

What predictions would you make for the children?

What predictions would you make for the teachers?

Additional Comments.

Table 25 indicates the number and occupation of persons reporting.

TABLE 25

Questionnaires Submitted from Visitors
by Occupational Groups

Occupation or Position
Number of
Observations
Submitted

Elementary Teachers
Counselors

Elementary Principals
University Professors
University Students
Secondary Teachers
Curriculum Consultants
Psychologists
'Director of Health Services
P.T.A. Council Members
Parole Agents

Secondary Principals
Social Workers
Sociologists

Superintendents
Unclassified

55

10

7

5

5

3

2

2

1

1

1

1

I

I.

Note: Not all visitors submitted questionnaires.

- 224

4.*



Nell Greene
PERPLEXITY-PANIC-PRAISE Phyllis Dole

Approximately one half of the visitors submitted responses. From these

certain commonalities seem to indicate general impressions and common percep-

tions. Comments were classified a priori into "positive" and "negative."

(See examples in table 26) Table 26 indicates the number of "positive" and

"negative" responses to the Project and the date on which they were submitted.

(See tables 26 and 27 )

TABLE 26

Observers' Comments
by Date of Observation

Comments generally positive +
Comments generally negative -

Date of
Visits

Total
Number

Positive
+

Negative
-

June 29 2 2 0

July 1 1 1 0

July 6 7 6 1
July 7 3 2 1
July 8 8 7 1

July 9 5 4 1

July 12 1 1 0

*July 13 20 6 14
July 14 1 1 0

July 15 4 2 2

July 16 5 5 0

July 19 1 1 0

July 20 6 5 1

July 21 5 5 0

*July 22 6 2 4

July 23 2 2 0

July 26 1 0 1
July 27 3 2 1

July 28 2 2 0

July 29 1 1 0

July 30 3 3 0

August 2 4 3 1

August 3 3 3 0

Totals 94 66 28

* July 13 and July 22, university classes visited
project.
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The chart in tabit. 26 indicates that approximately two-thirds of the

visitors were in favor of the program. It is encouraging to have this many

strong positive reactions to a program so divergent from the traditional

school.

It is further interesting to note that on the dates when there was a

strong negative response the visitors were largely from university classes.

These people might have had a strong pre-disposition to traditional methods

the very nature of which the project would be in direct opposition.

There were many suggestions which were quite similiar. These are tabu-

lated in table 28.

Some of the suggestions and criticisms were conditions of which the pro-

ject personnel were well aware. For instance, the length of time of the experi-

ment was limited. Gains which seemed to be made by the students and which held

promise were just becoming evident in the last week of the summer school project.

What progress would have been made had the program continued is a matter for

hopeful conjecture.

Curriculum consultants, certificated teachers and lay citizens commented

on the need for stronger discipline, more clearly defined academic goals, a de-

velopmental skills program, and a reinforced role of the certificated teacher.

There were a number of positive predictions that students would make

significant academic gains resultir from summer school attendance. Forty-eight

opinions indicated that there would be an expected positive change in the stu-

dents' attitude toward themselves and school. This would suggest that with more

positive attitudes, students' success in school would be enhanced.

Anumber of visitors returned to observe the summer session throughout the

program. Those who did, gained deeper insight into the goals and intents of the
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project. These observers commented with enthusiasm at the children's develop-

ment in self-discipline and group planning. They observed that the students,

themselves, began to evaluate their conduct and progress and became actively

involved in bringing about constructive change.

Opinions vary on what schools should provide for youth. Many critics

complain that school is assuming the roles which home and church and other

social institutions should provide. The fact remains, however, that school

can not develop youth's intellectual capacity unless attention is also given

to emotional and social health.
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TABLE

Examples of Comments

28

Made by Visitors

POSITIVE

Helping the child learn what he

wants to learn.

Free expression impressive.

Feeling level of teaching,

Breaking down fear barrier.

Friendliness of children.

Impressed with Cross-age
Olders-youngers teaching.

A more dynamic situation.

Staff enthusiasm stimulating.

Children enjoying school.

It is the most practical approach

to education I have seen.

Children did what interested them.

Spontaneity, lack of structure.

Freedom of children.

Close relationship between pupils

and teachers.

Class seminars a wonderful way

to work out problems.

The children weren't pressured into

activities before ready.

A chance to relate closely with

children.

Exciting things are going on

Good participation in group.

Allowing children to strenthen own

ideas and feelings.

Dedication of administration and

staff.

Younger students responding to olders

teaching them. .

NEGATIVE

Unstructured situation, Lack of

set standards.

More guidance needed for assistants.

Untidy classrooms. Need more things

to do.

More direction from the teacher.

Felt some of the assistant teachers

were lost.

The lack of any apparent planning.

The room environment cluttered.

I don't believe in 'progressive

education'.

They will be hard to control in

regular school.

Leave it up to the teacher how

assistants help.

Lack of structured program.

Certain fundamentals should be

covered in some form.

Attention given mostly to children

who are behavior problems.

Children seem not to know what to do.

Lack of organization.

Lack of control of the children.

Lack of enriching room environment.

I'd go stark raving mad.

Need an organized health program.

Involve stragglers in program.

Noise and lack of teacher control.

Seams to be too permissive.
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"AN ADVENTURE IN STATING, RELATING, AND BAITING"

(Observations and Comments About A New Educational Venture -
The Val Verde Project)

by
Dr. Eva Scli'mdler-Rainman

All the children were seated around the table. The door and windows were

open -- a wind of fresh new air prevailed through the room. A discussion about

spelling was under way when a little girl asked the group teacher: "How do you

spell 'bean'?" The teacher; looking somewhat unsure about the word, stopped- -

thought- -and then said to the group: "Who here can spell 'bean'?

What a wonderful teaching technique! It was used by a member of the teach-

ing team who was a person from the local community, probably teaching for the

first time in her life. Here was an example of students and teachers learning

together in the most unusual "learning-teaching environment" ever, witnessed by

this writer.

One hundred and eighty students K-6, and 54 teaching staff members lodged

in one school for six weekat! A fine sight to see indeed! There were little

kids, big kids, clean kids, dirty kids, well-dressed kids, barely-dressed kids,

healthy looking and sick appearing kids, bright eyed kids and sad, numb kids!

There were Negro, White, and Mexican-American youngsters. Some spoke understand-

able English, others not--some didn't speak much at all. Some youngsters ran,

jumped, and played ball--others walked slowly, some walked with verve and direc-

tion, others moved but in a "directionless" way. Some youngsters were listening

to stories, others were teaching each other, still others were discussing what

had happened to them that day. Some were drawing, working in clay, sewing,

learning to read, singing, or learning to spell.
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So much was going on -- all at the same time! Yet, the atmosphere was

warm, friendly, and relaxed. Students and teachers alike seemed at ease and

enjoying their various jobs and-tasks. That, in itself, was unusual, for it

is not considered quite O.K. in the middle class value system to enjoy your

work. the first implicit and explicit statement caught by the writer wps one

that said: "We are glad to-be here--most of the time we like each other and

we are all learning a lot!"

Among the most important-learnings noted was that of little and not so

little human beings of varying backgrounds learning to relate to one another.

Students were seeing a goodly variety of adult models--all of whom were very

different from one another--yet, all of whom wanted to help children learn to

learn, and learn to live- more happily. The- teaching- teams were-learning to re-

late to one another regardless-of whether or not their-real-life label was:

certificated teacher, housewife; parent, college- student, high school student,

drop-out, or parolee. Professional and non-professionals in their lives away

from the project--but all paid group teachers or researchers in the project--

new careers-new relationships--therefore t new learnings for all involved.

In this "working school" there were no-bells, a relaxed sense of timing,

a variety of teaching materials- available, and teaching going on-on many levels

--in the classroom; on the- lawns, and out on the- playing- field. The teachers

ranged from students teaching each other to- housewives and drop-outs teaching

the youngsters. And there was so much to be learned--so much, so much, -- in

and out of books, from and amcng each other.

But, there were problems too. For instance: how strict-or how permissive

to be with the children. The local persons-who were group teachers tended to

be more comfortable laying down a few rules and regulations. The imported, more
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middle class oriented, group teachers tended to be more lenient and permissive.

What should the role of teacher really be -- should he be a member of the group,

or should he be a warm, helping adult who had both authority and respoisibility

to be a realistic model and to.help these youngsters learn to live in a school

environment? Too much freedom-can tie people up instead of freeing them because

they do not know which direction to take. Therefore they, because of fear and

uncertainty do nothing.

Another problem was the relationship of the adults to the drop-outs and

that of the drop-outs to the others on the teaching team. There was much bait-

ing by each of the other. There also seemed some lack of =fort on the part

of the rest of the teaching team toward the drop---outs.- Certain righteous mid-

dle class, puritan inherited guide lines got-in the way of real communication.

For instance a drop-out was asked by others, really baited by others, to apolo-

gize to a fellow drop-out for something. Is apologizing the only way to handle

such.a situation? The drop-out made it clear that in his milieu you don't apolo-

gize, but "you finish-what you start." Accustomed ways of doing; thinking, and

behaving became the way to act-instead-of being seen as one way among several

alternative methods to.proceed. And here then was one of the "hang-ups" noted

by this consultant.

Another example was that some of the drop-outs were asked why they did not

attend the team meetings regularly. One drop-out answered to the affirmative

nods of the others, that the meetings just were not interesting. Should he be

castigated and baited? Or, should he be encouraged to help plan more interest-

ing meetings? The-group of drop-outs were interested, interesting, reality

based people. Was their full potential being appreciated and used? It was in-

teresting to note that all the lists of staff handed to this writer listed the
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drop-outs at the bottom of the list. Perhaps an alphabetical listing would be

better all around.

If thit, pflrpoco of prnjpni- vat verdp in to increase the skills and self

image of all participants - students, neighbors,-professional staff, and new

staff - then there needs to be more training before the opening of school.

This might include team training on how to function as a team, individual and

group training on such things as: how to teach, the role of the teacher, the

relationships of adult staff. to one another and to the students, communication

systems and theory with practical applications, the meaning of-the school cul-

ture for those who fear or don't know it, characteristics of the-community and

its inhabitants, how to lead group discussions, how learning best takes place,

lines of authority and hierarchy in the project system and others. The self

image of all participants can only be enhanced to the-degree that the member

of the project feels he has a stake in the planning, programming, teaching and

decision making that affect the-project-program- And an enhanced self image

for all seems to be one of the-inherant purposes of a project like this one.

What are the kids learning besides certain specific-subject matter? They

are learning how to relate to one another; how to be sensitive to the other fel-

low, a little about what makes them "tick" the way they do, how to relate to a

variety of very different-adults, how to develnp-trusting relationship with some

of these adults, how to behave in school and on the bus, and something about

their own strengths and-limitations.

What are the adults learning? That it is not necessary to have a degree to

have something one can. teach others, that low income neighbor-

hoods have a great deal tooffer and that they know a.lot especially about their

kids, and their neighborhood. They are learning-that little or no money does not
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necessarily mean little or no culture or little or no knowledge. They are also

learning that together they can do a wonderfully inventive, innovative teaching-

learning job.

Aoong the suggestions that miiht be made in addition to those already sight-

ed above are:

1. Let drop-outs contribute more to the running of

meetings - indeed sharing some.

2. Ask drop -outs for more of their ideas about teaching,

about class content, about how they see their role.

3. Clarify the issue of teacher permissiveness or lack

of it.

4. Have fewer visitors - and train those who do come as

to their role. Visitors do change the complexion of

a group, just as raisins added to a pound cake change

its texture.

5. Increase pre-project training for all staff members.

6. Find a better, way to group team mates; and find ways

of letting mates change when they are not compatible.

Team grouping is crucial to the success of a project

like this one. The mood of the team is reflected in

the children.

7. If group-seminars are an intergral part of the design,

designate someone to take the Trainer-leader role so

that the discussion relates to group-project oriented

problems and does not become individual-group therapy.

The purpose of these sessions is to help members become

more able and more skilled, not more unsure and in-

secure about themselves.

8. Clarify the staff communication system and lines.

After all, someone has to have final responsibility,

and authority to carry out this responsibility.

The project is an innovative, courageous, adventurous and good one. Let

us hope that it may be continued rather than being one of many good "staccato

efforts". For projects like this can move us toward Langston Hughes, "I Dream

A. World".
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I Dream A World

"I dream a world where man
No other will scorn,
Where love will bless the earth
And peace its paths adorn.
I dream a world where all
Will know sweet freedom's way.
Where greed no longer raps the soul
Nor avarice blights our day.
A world I dream where black or white,
Whatever race you be,
Will share the bounties of the earth
And every man is free,
Where wretchedness will hang its head,
And joy, like a pearl,
Attend the needs of all mankind.
Of such I dream --
Our world:"
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Report on the Val Verde Project

by
Peggy Lippitt

The objective of the pilot project at Val Verde was to see if it were

feasible to train a team of non-professionals to act as teaching assistants

under the direction of the professional teacher of an Elementary School grade.

The five categories of non-professionals composing each team were housewives;

college students; high school students; high school drop outs and older ele-

mentary school children. (All but the elementary school children were being

paid.) These represent a cross-section of non-professional resources avail-

able in many communities. If it proves feasible to train non-professionals

for helping in elementary schools under professional guidance it will be one

way of meeting the need for more teachers, more individual attention for child-

ren, different approaches to learning for different types of children, and a

way for the non-professional to make a meaningful contribution to society in a

service oriented activity. Automation will never do away with the need for

people trained to help other people.

The research design seemed well thoughtout. It included measuring stu-

dent achievement before and after summer school, using standard achievement

tests and a control group of a regular summer school population of comparable

children in the same general locality. The research team also utilized non-

professionals under professional guidance.

Before the teams worked together there was a pre-training period when

the professional teachers met in a group and each category of non-professionals

who were being paid met in like-groups for a modified sensitivity training. A



greater degree of openness and honesty about discussing concerns, fears, dis-

agreements, hopes and aspirations should have resulted from this. It seemed

like a sound way of helping them to operate better as members of a team.

EVALUATION

Fora week or so before the opening of summer school the professional

teachers of each grade met with their teams of non-professionals to discuss

goals, philosophy and curriculum.

It was at this point that I viewed the project. It seemed ingenious and

exciting. If objective tests do not show an increase in children's learning

when they have the opportunity for increased help of non-professionals it will

not be (in my opinion) because it is not a good idea. It will show there are

still problems in how to recruit, train and use this hither-to unused human re-

source. These problems can only be solved by continuous courageous experimental

projects such as Val Verde.

Here are some of my concerns about problems which might develop, for con-

sideration in planning for another time:

1. The professional teachers seemed to be in a dilemna. They wished

to give their non-professional "student" teachers the benefit of

all their professional skill and know-how, yet they did nat want

to get in the way of the "teachers in training" using their own

ingenuity and creativeness. The non-professionals were in a

dilemna, too. They knew there was a lot they didn't know aimut

teaching children and they wanted all the professional help they

could get. Yet in some cases there seemed to be a tendency to

discount or discredit professional teaching methods in general

because education is far from a perfect art. There certainly

needs to be adequate training given the professional grade teacher
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for the new role of "training non-professional helpers". Such

training should emphasize the increased influence of the profess-

ional teacher as a teacher of teachers as well as of children;

how to build a working team; how to pass on teaching techniques;

how to divide the work load; how to supervise and give "at-the-

elbow help" and encouragement to those whom she is teaching to

teach others.

2. There needs to be time "after school" each day for the team work-

ing with each class to evaluate goals, design curriculum and per-

formance; to spot problems areas; to plan future strategy; to deter-

mine division of labor, etc. (I imagine there was such a time built

into the Val Verde design.)

3. There might be an advantage in meeting in homogenous groups a

couple to three times a week to share ideas, ventilate feelings,

and go over all clarification about the project. There should be

someone who is seen by all as a top level coordinator available to

provide leadership for these homogenous group meetings who can

bring ideas from each group to the others. If one group had a

meeting each day--(i.e., teachers-- Monday, housewivesTuesday,

college students--Wednesday, high school (including drop- outs) --

Thursday, upper elementary--Friday) this could be similar to the

seminar sessions in human relations training for the older ele-

mentary children described in the cross-age project led by the

coordinating trainer. Complaints, clarification, human relations,

etc. could be the agenda of these sessions.

4. There should be something done about the social life of the "student"
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non-professionals. Maybe a "student" community activities co-

ordinator with a committee could cane up with good ideas to take

care of the after -hours needs for socializing as a group, and

some free afternoons be used for this purpose.

5. I don't see the purpose for the meeting of the entire group every

afternoon. It seemed too large to be effective. Smaller similar

interests groups might accomplish more.

6. In a group of people who are trying to operate on the democratic

principle there is sometimes a feeling that because "everyone is

equal" everyone should be able to do the same thitig or that every-

one should be able to do all the jobs that need doing. In a team

where one non-professional can handle a group of 10 or 12 youngsters

there is also great need for a "helping teacher" who is only good

on a one-to-one basis, who can interest one hyper-active child who

might otherwise be a disruptive influence on the group of 10 or 12.

The same type of talent can not be expected of all non-professionals.

To be able to allocate the work so each has the job he is best fitted

to fill is a skill and a sensitivity the professional teacher in

charge of the team needs to acquire.

7. Care should be taken not to demand of, a non-professional more than

he can successfully handle. In line with this no non - professional

should be given a youngster to help who is incapable of being helped

(like a brain injured child), without letting the "helper" know° what

he is up against.

8. There were two drop-outs (about whom we have already shared thoughts)

who might have had a very hard time succeeding in this project unless
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their work load was very minimum, and at-the-elbow help was always

available. I don't think a project as crucial as this one should

xrcjcvpcu.1..u..z.acul.ry taur. Lmc uu kucDuL'etan:ta imuzAnumt.L.
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to tell who of the alienated or "problem" olders may prove to be

excellent in relating to youngers.

9. If the high school students and the drop-outs were classified as

a sub-college group who had meetings together (as suggested in 3.)

and who had some social events planned together, too, it might

help the drop-outs to feel less conspicuous or discriminated

against.
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ROLES FOR NON-PROFESSIONALS IN EMCATION:

ASSISTANT TEACHERS

Did anybody ever tell you something like the
world was made of snow crystals? I mean, somebody
says something like that you start saying, "Listen
pal, you're screwed, the world ain't made out of
snow crystals!" Well, you know, I used to say that
too. But when the guy says the world is made of
snow crystals, maybe he doesn't mean the world is
made of snow crystals. Even if you never stuck your
head in the sand and found. snow crystals, so what?
What is the guy really trying to say - that he likes
snow crystals and makes the world was made out of
them or what? See ya gotta try to understand.

David Elias

...if you ever want to know just how another
person sees you, don't go to an adult - they won't
give you an honest answer. Instead go to a child -
he is too young to know the ways of society. He

will give you an answer that you may not like - but
at least it will be honest!

Barbara Gilbert



ROLES FOR NON-PROFESSIONALS IN EDUCATION:

ASSISTANT TEACHERS

Generally the assistant teacher's role of an "aide" or sub-professional

is to perform the more dull, routine, or uninteresting tasks so that the re-

warding and exciting functions, those connected with involvement with people,

can be carried out by professionals. In education, it has already been es-

tablished that non-professionals can be useful in assisting teachers by re-

lieving them of numerous routine duties, usually of a clerical nature. Some

schools use aides to correct papers, take attendance, collect lunch money,

run errands, and assist in playground activities. Others allow aides to lis-

ten to children read under the supervision of professional (credentialed)

people. Los Angeles City Schools also have a "School Community Aide" who

works with the principal. "Under the supervision of the Office of Urban Af-

fairs, [The school community aide] assists school personnel on a full time

basis in the interpretation of individual and community feelings and reactions

toward the administration and educational offerings of the school."

The Richmond Unified School District, through a demonstration project

with the Contra Costra Council of Community Services, has five "School Com-

Munity Worker5" who mainly serve to bridge the gap between selected elementary

schools and the community. They also may deal with "in school" behavior prob-

lems of children referred to the counseling office. (13)

It seems strange that learning and involvement of adults and children in

instructional activities and in interpersonal relations should be so carefully

prescribed when so little is known about the processes, and when more involve-

ment between children and adults occurs outside the school than in it.
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Although using non-professionals in routine assistance to professional

teachers, freeing them for more time to teach, seemed to have merit (there is,

hnwovar, 14ttle research to support the effectiveness of this classroom model)

especially in middle class schools, we felt the role of assistants should have

greater dimension in schools for culturally and economically disadvantaged

children. Creating an additional vertically immobile subgroup, such as school

custodians, did not seem to us to be in keeping with trends in other fields

or with PL88-452.

Two additional considerations seemed important to use. Fad, as men-

tioned earlier (see chapter 3), the professional teacher, usually coming

from a middle class background, does not often understand the values and

communication patterns (see Hess 15) of economically and socially disadvan-

taged children. Even those with considerable experience in schools primarily

populated with such children do not always understand this. And even if

understanding occurred, doing something about it is another matter. It did

not seem to us that present systems in the next decade could either alleviate

the teacher shortage, or that teacher training programs would be significantly

altered.

Second, professional training, in this case teacher training, does not

prepare educators (teachers, consultants and administrators) to adapt learning

to fit needs of all potential learners. Too often a highly intricate model

is imposed on prospective teachers with little evaluation as to it's appro-

priateness or effectiveness. Passing-failing dechotomies for students with-

out alternatives seem to be incongruent with the purposes of education. Ad-

herence to a code of professional values further complicates the learning

transaction and puts the non-middle-class (non-conforming) child at a further
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disadvantage, as it increasingly screens him out of the system and he is

forced into marginal levels of employment or none at all.

There are few courses offered in teacher training programs to assist

potential teachers to understand human relations, to conceptualize from life

experiences, to communicate, to learn in groups, to involve students as par-

ticipants in learning rather than recipients, in the growth and development

of socalled disadvantaged children, etc. In large part, teacher training

focuses on concepts related to middle class learning patterns, with emphasis

on elaborate techniques and processes. This is all superimposed in a basi-

cally authoritarian system.

In observing classrooms of economically and culturally disadvantaged

children and from reading Reissman (16), we were convi, mod that new approaches

(experimentation) were in order in the classrooms and that disadvantaged child-

ren's active approach to people and to situations needed to be exploited in

learning situations.

With regard to non-professionals working in the school, we felt that dis-

advantaged people, might have unrecognized skills which would be discovered

and further developed to enhance learning. Certainly parents in the neighbor-

hood who had raised several children would know a great deal about their de-

velopment. School drop outs might have a wealth of knowledge about aspects

of formal education which were not effective or interesting for children.

High school and college students, especially active ones, could offer both

clues to more effective learning and means to implement them. They might not

yet be committed to tradition and should have enthusiasm and flexibility need-

ed to try new things. Perhaps some of them would want to becane teachers.

Children both look up to and fear older children and young adults. How could
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we utilize positive aspects of the perception of young children and establish

relationships that would produce mutual endeavors in education?

Tho q2 non-professionals entered the project with certain expectations

regarding their jobs. They had assumptions regarding both adults and child-

ren.* Many of the youthfil members had brothers and sisters, and all the

older members had children of their own -- two were grandmothers. They had

vary lg amounts of exposure to formal education - some in the "Watts area"

of Los Angeles and some in the South. Some were idealistic in their especta-

tians for children and very creative in both teaching approaches and in con-

tent. Many had stereotypes regarding teaching and learning similar to those

frequently held by educators.

The certified teachers, the administrative staff and the change and

development team, also brought expectations and biases into the project.

Concern over professional values, and how far to go in new directions (avant

guarde vs. rear guard), the mandate for new approaches and not more of the

same set by PL88-452, and anticipated reactions from the community, all were

evident as the project began. Then, too, the children who volunteered and

were excited about coming to school, came with expectations. Many wanted

to be "teachers" and many wanted teachers. The twelve fifth graders who had

worked with the two parolees in teaching first graders had influenced many

other children to want to come and be teachers in the summer school.

Each of the 32 non-professionals had to work out a way to function on

the job, since there was little concrete experience to draw upon. They each

*Most of the non-professionals (59.3%) were under age 25, over one-half
(59.3%) were members of ethnic minority groups, and 56.7% were female.
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had to find ways -co relate to a variety of adults and children, find job

satisfaction, learn to work in a setting with a minimum of privacy, as each

person's work was being observed and studied (researchers and visitors were

watching constantly) and talk about their feelings and behavior in the open.

The teaching teams had a high degree of freedom to experiment with both

teaching approaches and content for learning.

Not all of the 32 non-professionals, hired as assistant teachers, were

able to consistently function in their roles, For some, it we--; a difficult

task and required a good deal of patience and effort on the part of the en-

tire staff. The youngest members of the group (the school drop outs and high

school students) seemed to have the greatest difficulties in working out a

role that was compatible to everyone. The college students initially seemed

to find a role easily, although the roles varied a great deal among them.

The housewives took to their responsibilities seriously. They had all reared

children of their own and had an idea of how to procede both with "teaching"

and in relating to children.

The Younger Non-professionals (High school students and school dropouts.)

An elementary school is a curious paradox which is designed Oh child-

ren by particular adults and it attemtps to withstand external pressures

from parents and others. Introducing adolescents and their ideas and behav-

iors into the structure jeopardized the sometimes precarious equilibrium bet-

ween adult and child. High school students, still in the so-called formative

years and beginning to qut.,tion many adult ways, were expected to provide one

kind of positive human relations experience with the children, to give the

children a more attainable role model and possibly to assist them with skill
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development. Seeing older persons still struggling and changing, rather than

being "all knowing" as most adults are to children, we thought, would help to

encourage children and make them not feel so helpless. A secondary aim was to

offer students of high school age some early, direct acquaintance with child-

ren in school, hoping they might want to consider becoming teachers.

Six of the eight high 6ehoot. Atudents were recruited from the community

and resided at home during the project. Another came from a nearby community

and also continued to reside at home. The eighth came frau the east coast -

this being his first extended experience away from his family. Six were girls.

The high school students as a group, were characterized first by their

efforts to imitate and later to break away from teacher and adult influence,

especially in suppressive and moralistic areas. Development of a role in the

classroom was difficult for them and they chose mainly to mimic teachers they

had known and other significant adults. Some early, and others later in the

project, began to rely on their own interest areas and began to show creativity

in their relations with the children and in learning activities.

Second, personal feelings and interpersonal relations with other staff

members became increasingly apparent and absorbed much of their energies.

They became involved in imentation in their min relationships and strug-

gles to become emancipated frmn their families and from their backgrounds.

The school drop outs and college students, some having gone further in transi-

tions to independent status and having developed some strong convictions, pro-

vided a good deal of the impetus for the high school students movement.

Table 29 reflects some of these feelings and situations of one high school stu-

dent as taken from his account of his experiences in the project.
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The excerpts from this high school student's narrative also illustrated

vividly the need for someone to talk to, which many of the children experi-

enced. And it underscored what Bettelheim has termed "the problem of gener-

/ Ii.1.)



t
m
-
4

E
r
d
i
a
a
a

V
W
.

tW
al

'
1
1
7
1
1

1
r
M
i

S
E
M
I

P
t
e
-
P
t
o
j
e
c
t
 
(
E
x
p
e
c
t
a
t
i
o
n
'
s
)

1
.

A
 
l
o
t
 
o
f
 
t
i
m
e
s
 
I
 
f
e
l
t
 
k
i
n
d

o
f
 
p
u
s
h
e
d
,
 
l
i
k
e
 
p
e
o
p
l
e
 
w
e
r
e
 
s
a
y
-

i
n
g
 
d
o
 
i
t
 
o
r
 
i
f
 
y
o
u
 
d
o
n
'
t
 
d
o

i
t

a
t
 
l
e
a
s
t
 
f
e
e
l
 
g
u
i
l
t
y
.

E
s
p
e
c
i
a
l
l
y

i
n
 
s
c
h
o
o
l
 
w
h
e
r
e
 
I
 
r
e
s
e
n
t
e
d
 
t
e
a
c
h
-

e
r
s
 
p
u
s
h
i
n
g
 
a
 
l
o
t
 
o
f
 
f
a
c
t
s

d
o
w
n

m
y

t
h
r
o
a
t
.

S
o
 
I
 
a
l
w
a
y
s
 
p
u
t

t
e
a
c
h
e
r
s
 
d
o
w
n
.

I
 
h
a
d
 
b
e
e
n
 
p
r
e
t
t
y

b
o
r
e
d
 
a
t
 
s
c
h
o
o
l
 
a
n
d
 
b
i
t
t
e
r
 
a
b
o
u
t

t
h
i
n
g
s
.

2
.

I
 
d
i
d
n
'
t
 
g
e
t
 
a
l
o
n
g
 
t
o
o
 
w
e
l
l

w
i
t
h
 
p
e
o
p
l
e
 
b
e
c
a
u
s
e
 
I
 
d
i
d
n
'
t

t
a
l
k
 
t
o
 
t
h
e
m
 
a
n
d
 
w
h
e
n
 
I
 
d
i
d
 
s
a
y

s
o
m
e
t
h
i
n
g
 
i
t
 
w
a
s
 
s
a
r
c
a
s
t
i
c
 
o
r

s
o
m
e
t
h
i
n
g
.

T
A
B
L
E
 
2
9

R
E
C
O
N
S
T
R
U
C
T
I
O
N
 
O
F
 
O
N
E
 
H
I
G
H
 
S
C
H
O
O
L
 
S
T
U
D
E
N
T
'
S

4
M
E
R
 
S
C
H
O
O
L
 
P
R
O
J
E
C
T

i
 
t
 
tr

I
I
l
t
r
n

W
M

IM
"

W
i
n

O
b
6
e
A
v
a
t
,
t
o
n
z

V
a
l
 
V
e
r
d
e
 
w
a
s
 
a
 
p
r
e
t
t
y
 
g
o
o
d

s
e
t
 
u
p
 
t
h
e
 
w
a
y
 
I
 
s
a
w
 
i
t
.

I
 
f
e
l
t
 
k
i
n
d
 
o
f
 
h
a
p
p
y
 
a
b
o
u
t

t
h
e
 
p
r
o
j
e
c
t
 
b
e
c
a
u
s
e
 
t
h
e
 
p
e
o
p
l
e

w
e
r
e
 
p
r
e
t
t
y
 
n
e
a
t
 
a
n
d
,
 
y
o
u
 
k
n
o
w
,

t
h
e
y
 
w
e
r
e
 
a
l
l

n
i
c
e
 
t
o
 
m
e
 
a
n
d

i
n
t
e
r
e
s
t
e
d
.

S
o
 
I
 
w
e
n
t
 
t
o
 
t
h
i
s

m
e
e
t
i
n
g
 
t
h
e
 
f
i
r
s
t
 
w
e
e
k
 
w
i
t
h
 
t
h
e

h
i
g
h
 
s
c
h
o
o
l
 
s
t
u
d
e
n
t
s
 
a
n
d
 
I
 
g
o
t

a
l
o
n
g
 
w
i
t
h
 
p
e
o
p
l
e
 
p
r
e
t
t
y
 
w
e
l
l
.

I
 
s
t
a
r
t
e
d
 
h
a
v
i
n
g
 
p
r
o
b
l
e
m
s
 
w
i
t
h

p
e
o
p
l
e
 
-
 
I
 
d
i
d
n
'
t
 
w
a
n
t
 
t
o
 
b
e

i
n

t
h
e
 
h
i
g
h
 
s
c
h
o
o
l
 
g
r
o
u
p
 
a
n
d
 
t
h
e
y

t
r
i
e
d
 
t
o
 
"
g
r
o
u
p
 
m
e
"
 
b
u
t
 
I
 
d
i
d
-

n
'
t
 
s
a
y
 
t
o
o
 
m
u
c
h
.

I
p
r
e
t
-

t
y
 
l
o
u
s
y
 
a
b
o
u
t
 
t
h
i
n
g
s

I
 
w
a
s
n
'
t

s
u
r
e
 
o
f
 
m
y
s
e
l
f
 
a
n
d
 
I
 
w
a
s
 
p
r
e
t
t
y

d
o
w
n
.

W
e
n
 
t
h
o
u
g
h
t
s
;
 
N
e
w
 
E
x
p
e
c
t
a
t
i
o
n
'
s

A
t
 
t
h
e
 
e
n
d
 
I
 
t
h
o
u
g
h
t
 
I

l
e
a
r
n
e
d
 
a
 
l
o
t
 
a
b
o
u
t
 
m
e
 
a
n
d

I
 
w
a
s
 
k
i
n
d
 
o
f
 
s
o
r
r
y
 
t
o
 
l
e
a
v
e

w
i
t
h
 
a
 
l
o
t
 
o
f
 
r
e
v
o
l
u
t
i
o
n
a
r
y

i
d
e
a
s
 
o
n
 
h
o
w
 
t
o
 
g
e
t
 
k
i
d
s
 
i
n
-

t
e
r
e
s
t
e
d
 
a
n
d
 
m
o
t
i
v
a
t
e
d
 
a
n
d
 
I

s
a
w
 
t
h
e
 
p
r
o
j
e
c
t
 
a
s
 
m
y
 
s
t
e
p
-

p
i
n
g
 
s
t
o
n
e
 
t
o
 
t
e
a
c
h
i
n
g
 
s
u
c
-

c
e
s
s
 
a
n
d
 
e
n
j
o
y
m
e
n
t
.

S
o
 
n
o
w

t
h
a
t
 
I
 
h
a
v
e
 
t
o
 
g
o
 
b
a
c
k
 
t
o

h
i
g
h
 
s
c
h
o
o
l
,
 
I
 
d
o
n
'
t
 
k
n
o
w

w
h
e
t
h
e
r
 
t
o
 
b
e
 
b
i
t
t
e
r
 
o
r
 
n
o
t
.

B
u
t
 
i
t
 
o
n
l
y
 
l
a
s
t
e
d
 
f
o
r
 
a
w
h
i
l
e
.

I
 
w
a
s
 
d
e
p
e
n
d
i
n
g
 
o
n
 
t
h
e
m
 
f
o
r

c
o
m
p
a
n
i
o
n
s
h
i
p
 
a
n
d
 
f
r
i
e
n
d
s
h
i
p

a
n
d
 
s
e
c
u
r
i
t
y
 
a
n
d
 
I
 
d
e
c
i
d
e
d
 
I

d
i
d
n
'
t
 
w
a
n
t
 
i
t
.

S
o
 
I
 
b
r
o
k
e

a
w
a
y
.

I
 
d
i
d
n
'
t
 
t
a
l
k
 
t
o
 
a
n
y
 
o
f

t
h
e
m
 
f
o
r
 
a
 
l
o
n
g
 
w
h
i
l
e
.

I
 
w
a
s

o
n
l
y
 
c
l
o
s
e
 
t
o
 
o
n
e
.

I
 
c
o
u
l
d
n
'
t

u
n
d
e
r
s
t
a
n
d
 
t
h
e
 
o
t
h
e
r
s
.

I
 
d
i
d
-

n
'
t
 
a
t
t
e
m
p
t
 
t
o
 
u
n
d
e
r
s
t
a
n
d
 
a

c
o
u
p
l
e
.

I
 
g
u
e
s
s
 
I
 
s
o
r
t
 
o
f
 
g
a
v
e

u
p
.

I
 
h
a
d
 
o
t
h
e
r
 
c
o
m
p
a
n
i
o
n
s
.

S
o
m
e
t
h
i
n
g
 
I
 
/
e
a
r
n
e
d
.

I
 
a
l
w
a
y
s

n
o
t
i
c
e
d
 
t
h
a
t
 
I
 
w
a
s
 
d
i
f
f
e
r
e
n
t

f
r
o
m
 
e
v
e
r
y
b
o
d
y
 
e
l
s
e
.

S
o
 
I
 
d
i
d
-

n
'
t
 
g
e
t
 
a
l
o
n
g
 
w
i
t
h
 
p
e
o
p
l
e
,
 
p
e
e
r
s



3
.

I
 
w
a
n
t
e
d
 
t
o
 
b
e
 
i
n
d
e
p
e
n
d
e
n
t
.

4
.

O
n
e
 
t
h
i
n
g
 
t
h
e
 
p
r
o
j
e
c
t
 
w
a
s

s
u
p
p
o
s
e
d
 
t
o
 
d
o
 
w
a
s
,
 
y
o
u
 
k
n
o
w
,

c
h
a
n
g
e
 
y
o
u
.

5
.

I
 
h
a
d
 
a
l
l
 
t
h
e
s
e
 
i
d
e
a
l
s

a
b
o
u
t
 
w
h
a
t
 
s
c
h
o
o
l
 
s
h
o
u
l
d
 
b
e

l
i
k
e
.

6
.

M
y
 
f
a
t
h
e
r
 
w
a
s
 
s
h
o
w
i
n
g
 
m
e

t
h
i
n
g
s
 
I
 
s
h
o
u
l
d
 
r
e
a
d
;
 
I
 
w
a
s

p
r
e
t
t
y
 
e
x
c
i
t
e
d
 
a
b
o
u
t
 
i
t
 
a
l
l
.

T
A
B
L
E
 
2
9
 
(
C
o
n
t
i
n
u
e
d
)

R
E
C
O
N
S
T
R
U
C
T
I
O
N
 
O
F
 
O
N
E
 
H
I
G
H
 
S
C
H
O
O
L
 
S
T
U
D
E
N
T
'
S

I
N
V
O
L
V
E
M
E
N
T
 
I
N
 
S
U
M
M
E
R
 
S
C
H
O
O
L
 
P
R
O
J
E
C
T

0 
b)

s 
eA

ve
ly

on
)s

I
 
w
a
s
 
p
r
e
t
t
y
 
d
i
s
c
o
u
r
a
g
e
d
 
a
b
o
u
t
 
t
h
e

w
a
y
 
t
h
i
n
g
s
 
w
e
r
e
 
g
o
i
n
g
 
i
n
 
t
h
e
 
c
l
a
s
s
-

r
o
o
m
 
a
n
d
 
I
 
s
t
a
r
t
e
d
 
b
e
i
n
g
 
d
e
p
r
e
s
s
e
d

a
n
d
 
g
l
o
o
m
y
 
w
i
t
h
 
a
 
l
o
n
g
 
f
a
c
e
 
a
n
d
 
t
h
e

w
h
o
l
e
 
b
i
t
.

I
 
f
e
l
t
 
l
o
s
t
,
 
l
i
k
e
 
w
h
a
t
 
a
m

I
 
d
o
i
n
g
 
h
e
r
e
?

I
 
w
a
s
 
c
o
n
f
u
s
e
d
,
 
y
o
u

k
n
o
w
?

A
 
l
o
t
 
o
f
 
t
h
i
n
g
s
 
t
h
a
t
 
I
 
t
h
o
u
g
h
t

I
 
w
o
u
l
d
 
h
a
v
e
 
r
e
s
p
o
n
d
e
d
 
t
o
 
i
n
 
t
h
e
 
c
l
a
s
s

r
o
o
m
 
t
u
r
n
e
d
 
o
u
t
 
-
 
I
 
c
h
a
n
g
e
d
 
m
y
 
m
i
n
d
 
o
r

t
h
e
 
k
i
d
s
 
c
h
a
n
g
e
d
 
m
y
 
m
i
n
d
.

I
'
m
 
n
o
t
 
s
u
r
e
 
y
e
t
 
b
u
t
 
I
 
t
h
i
n
k
 
I
 
m
i
g
h
t

h
a
v
e
 
c
h
a
n
g
e
d
 
a
 
l
i
t
t
l
e
 
t
h
e
r
e
.

I
 
m
e
a
n

I
 
d
i
d
n
'
t
 
e
s
c
a
p
e
,
 
I
 
w
i
t
h
d
r
e
w
,
 
b
u
t
 
w
h
a
t

I
 
m
e
a
n
 
i
s
,
 
I
 
u
s
e
d
 
t
o
 
g
o
 
u
p
 
t
o
 
m
y
 
r
o
o
m

a
t
 
h
o
m
e
 
a
n
d
 
r
e
a
d
 
a
n
d
 
t
h
a
t
 
w
a
s
 
k
i
n
d
 
o
f

e
s
c
a
p
e
,
 
b
u
t
 
I
 
d
i
d
n
'
t
 
w
a
n
t
 
t
o
 
r
e
a
d
 
a
n
y
-

m
o
r
e
,
 
I
 
w
a
n
t
e
d
 
t
o
 
t
a
l
k
.

[
t
a
l
k
e
d
 
w
i
t
h

2
 
h
i
g
h
 
s
c
h
o
o
l
 
g
i
r
l
s
]

I
 
g
u
e
s
s
 
w
h
e
n
 
w
e

t
a
l
k
e
d
 
I
 
w
a
s
 
h
e
l
p
e
d
 
t
h
e
 
m
o
s
t
.

I
 
s
t
i
l
l

d
o
n
'
t
 
t
a
l
k
 
v
e
r
y
 
m
u
c
h
 
b
u
t
 
s
t
i
l
l
 
m
o
r
e

t
h
a
n
 
u
s
u
a
l
.

A
4t

ei
t. 

T
ho

ug
ht

is
N
e
w
 
E
v
e
c
t
a
t
L
o
w
s

I
 
s
a
w
 
b
e
i
n
g
 
c
o
n
d
i
t
i
o
n
e
d
 
t
o

a
u
t
h
o
r
i
t
y
 
h
i
n
d
e
r
e
d
 
m
e
 
s
i
n
c
e

I
 
w
a
s
 
r
e
a
d
y
 
a
 
l
o
t
 
o
f
 
t
i
m
e
s

t
o
 
s
t
a
r
t
 
b
e
a
t
i
n
g
 
t
h
e
 
k
i
d
s
 
o
n

t
h
e
 
h
e
a
d
 
i
n
s
t
e
a
d
 
o
f
 
u
n
d
e
r
-

s
t
a
n
d
i
n
g
 
t
h
e
m
.

I
 
n
e
v
e
r
 
c
o
n
-

s
i
d
e
r
e
d
 
m
y
s
e
l
f
 
a
s
 
a
 
h
i
g
h
-

s
c
h
o
o
l
 
s
t
u
d
e
n
t
 
i
n
 
t
h
e
 
c
l
a
s
s
-

r
o
o
m
,
 
j
u
s
t
 
m
e
 
i
n
 
t
h
e
 
c
l
a
s
s
-

r
o
o
m
.

I
 
d
o
n
'
t
 
t
h
i
n
k
 
m
y
 
t
h
o
u
g
h
t
s

c
h
a
n
g
e
d
,
 
o
n
l
y
 
c
e
r
t
a
i
n
 
a
c
-

t
i
o
n
s
.

W
h
a
t
 
I
 
w
a
s
 
t
a
l
k
i
n
g

a
b
o
u
t
 
w
a
s
 
t
h
i
s
 
s
e
c
r
e
t
 
d
e
-

s
i
r
e
 
I
 
a
l
w
a
y
s
 
h
a
d
 
t
o
 
t
a
l
k
 
t
o

s
o
m
e
b
o
d
y
.

W
h
e
n
 
I
 
f
i
n
a
l
l
y

f
e
l
t
 
l
o
u
s
y
 
e
n
o
u
g
h
 
a
b
o
u
t

t
h
i
n
g
s
 
I
 
f
o
u
n
d
 
o
u
t
 
t
h
a
t
 
I

c
o
u
l
d
 
t
a
l
k
 
t
o
 
p
e
o
p
l
e
.

M
y
 
i
d
e
a
l
s
 
w
e
r
e
 
r
e
i
n
f
o
r
c
e
d

y
o
u
 
m
i
g
h
t
 
s
a
y
.

O
PI

P
,u

",
" 

M
A

-!
-



ROLES FOR NON-PROFESSIONALS IN EDUCATION

The 4Chme drop out41 were youthful and a rebellious lot. They had

endless amounts of energy and their learning styles and interpersonal rela-

tions led to difficulties in their working with other staff. Their primary

mode of behavior was action and their attention spans were relatively short.

Their chief method in relating to people was direct, with few of the more

subtle means which adults and especially more highly educated ones use. They

were also quite authoritarian in their dealings with children and had limited

methods to cope with their own interpersonal tensions.

We felt they could add an important learning experience to the project

both for the children and for the other staff. For the children, we hoped

they would become an important link with other adults. Their learning styles

were more like those of the children in the project school, and thus the

children could be expected to identify with them more readily than with some

of the others. As the drop outs changed, and developed longer attention spans,

greater tolerance, and more respect for school, we felt the children would gain

more hope and want to change their own identifications and interests.

We saw the school drop outs as important members of a teaching team and

hoped that they would develop some unique ways of relating to children. We

also hoped that some of them would have success experiences with education

and might want to go on to work with children in schools.

The school drop outs mainly saw their role as a Wend to the child,

and initially did not have many expectations for engaging in teaching and

learning activities. Three of the females early broke their identification

with the drop outs as a group and became closely identified with their teach-

ing teams. They became highly involved in teaching their small groups
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of children. They learned many traditional methods from the adults to

teach fundamental skills of reading, writing, spelling and arithmethic and

showed considerable satisfaction with their attainments. Two of the boys be-

came interested in working with children, especially older boys, in experience-

centered activities. One for example, dismantled an automobile engine with

a group of boys, and they became quite involved with him. Likewise, he got

considerable satisfaction from his success experience with them.

It was difficult for the school drop outs to make adaptations to the adults.

Mere was some effort on their part to compromise and also on the part of the

adults to become more tolerant. The need for more effective working relation-

ships was a major topic considered in our daily. seminars. However, some refused

to go to their team meetings, maintaining they vere not interesting, there was

too much "teacher talk" (i.e. discussing one particular child, and various

teaching-learning techniques), and were unable to control their restless energy

in sitting in meetings in the hot afternoons. They also felt uneasy as the

children left each noon, and the activities of the project became adult-cent-

ered with less action. In the daily seminar, it was often difficult for them

to maintain the thread of the discussions, as they became easily bored when

discussion was prolonged on one topic, when a topic did not immediately con-

cern them, or when issues caused them tension. They were impatient with

"adult-talk" and "adult ways" of talking. They wanted to get immediately to

the point, and have easy, ready-made solutions to problems. They became im-

patient and restless when issues were not quickly solved and appealed to the

administration to step in and take action.

During the course of the project, they made many attempts at change and
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were frustrated and easily discouraged. Even though they did not all prefer

t' come to the seminar, they attended with few absences. To handle their

feelings, some frequently appeared to be sleeping during large portions of the

meeting, and a few would c-1 occasion walk out of it and sit outside in a car

until the meeting was over.

The staff was not experienced in handling this kind of behavior and often

scolded and moralized about their absences in a paternal fashion. Some of the

school drop outs had little success experiences either with the children or

with the staff, yet all remained with the project to its completion. Some did

change their feelings toward the school and became very supportive of the pro-

gram.

Table 30 is a construction of some perceptions of one school drop out to-

ward the team of which she was a member. Her self perceptions, her development

of a role model with four other adults, and her involvement with the six child-

ren are vividly illustrated.
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Table 31 is a reconstruction of some values, means to implement them

and noted results of one housewife.
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Housewives (Farents).

We had been impressed with the work of Margaret Rioch (17) in her dem-

onstration project training eight housewives ac "mental health evvinc,,l^rs."

She reasoned that women who had raised children successfully and managed

households had a fund of knowledge about human behavior. With proper

training, this knowledge could be put to use in working with people at a

time when there was need. Second, she pointed out that many middle-aged

women who had raised children were wanting a second career and could offer

many years of service. We felt her rationale had direct bearing on roles

for non-professionals in the education of children, and were eager to find

out what kinds of tasks they might perform.

The housewives, as mentioned earlier, were largely referred by the

resident principal of the project school, who had worked in the community

nine years and knew all of them. She referred women she thought would be

interested in the project, would have some talent to offer, and whose fam-

ily needed additional income. Seven of the group were women and the

eighth was a father who was currently unemployed and needed work. He had

several children in the school. Five were Negroes, one was Mexican-American,

and the remaining two were Caucasian; two were grandmothers.

Early in the training sessions, they expressed their concerns about

finding a role. They wanted one prescribed for them, and were uncertain

about how to find one. They felt inadequate, being with professional teach-

ers, and with the college students. They anticipated difficulties with the

children - getting their attention, knowing what they needed, and were wor-

ried whether or not the children would like them. They wondered if the

children might not prefer the credentialed teacher or one of the younger
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assistant teachers. They had difficulties in identifying what they had to

offer in the project, but were enthusiastic and excited about being chosen

for it

The adults early expressed need for training, particularly in teaching

methods and ways to handle children They wondered if they would understand

the teachers (get directions straight, etc.) and if they could keep to sched-

ules they thought would be required. They wondered if they would have con-

flicting ideas with the teachers and how _hey would be handled if they arose.

They were concerned about what they would do if they didn't understand the

children or if they became impatient with them. These concerns were voiced

early in their separate meetings and in the weekend sensitivity training

meetings, They were a very humble and open group of people.

As the project progressed, they felt responsible f-)r, several areas, and

as the structure of many of the aspects of the project was loosely defined,

their, needs to offer assistanc_ became greater. They felt responsible for

the children - were concerned about safer -, over moral issues, over the a-

mount of content learning that was taking place, and with the reactions of

the children's parents and their neighbors in the community. They felt

responsible for the younger non-professionals in the project, to look after

them and give theh advice. This was often resented by the young people, who

were in the midst of experimenting with being responsible for themselves in

new situations. The parents often felt rejected and unwanted by the young

people and by those with higher education.

In the daily seminar, they felt a responsibility to get it going - they,

as a group,opened it most often. They wanted to get things resolved, and

learn the right ways to solve problems and to work with children.
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As the summer ended, they were less anxious to have clear-cut solutions

to complex human problems, had less "awe" of professional people, had learned

to give less advice (some had learned that much of their advice had not been

heeded), had had some success experiences with children and had gotten to

know young people much better. There were notable changes in some of them

physically, as has been observed in earlier chapters. A few did not seem to

change as much as others, and some re-inforced their earlier beliefs, e.g.,

that young people are irresponsible, that children need more structured

learning experiences, etc.

One housewife summarized her experiences as follows:

WHAT I HAD TO OFFER AND EXCEPT

I learned to sense the childrens' individual attitude
and to have an understanding with each child so that I
was able to set guide lines, and still be accepted as
someone they could trust. I offered them my love, sin-
cerity and sympathy. They were finally able to realize
the importance of getting an education through their own
creative skills.

We worked on courtesy, manners and cooperation on
all age levels. We were able to work according to each
child's needs. I help by visiting the homes of the child-
ren and gaining some knowledge of their backgrounds.

My summer work was an opportunity for me to progress
mentally, develop new ideas and growth in honest commu-
nication with others. The training period for this pro-
gram could have been longer and more time with the team
before school started.

Ada McAllister
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The College Students.

Seven of the college students were (males) actively involved in planning

the project. They had been assistants in University Extension courses for

teachers taught by the consultant in charge of the Change and Development Team.

They had high expectations for the summer and hoped to do many new things with

children. Some of them had been actively identified with social change and

protest. One, for exampleohad participated in the March on Washington in 1963

concerning civil rights and had spent a summer abroad living and working with

families as part of "Project India." Another had spent the previous summer

in Mississippi with civil rights workers. Another had been president of the

student body at the Riverside Campus of the University of California and had

resigned because he disagreed with University policies regarding whether the

student government should be permitted to express sympathy with civil rights

workers in Selma,Alabama. One had just graduated from the University of

Chicago, had had courses with Bruno Bettleheim and was anxious to try some

of his theories with children. Another was a graduate student in psychology

who had moved from a physical science orientation in undergraduate years to

an existential philosophical approach. The eighth was a girl from the com-

munity, and member of a minority group. She had to cope with being the only

member of her sex, racial group, and with college students who were espe-

cially assertive and had definite commitments to social protest and change.

All were at important transitions in their own intellectual, social and

emotional lives.

At the beginning, the college students were seen as a different group

by the staff. Many of the teachers felt threatened by them, as some of the

college students had preconceptions that certified teachers were too author-
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itarian and not very creative in their approach to learning situations with

children. One college student wrote of the "shackles" he felt the staff put

on thPm.

The certified teacher felt threatened by me as an
intellectual challenge... She had me shackled as one
who would question her position. The certified teacher
asked me for ideas with a direct question, when at her
right sat an elderly local housewife with a wealth of
experiences with children and at her left (on the edge
of a table) sat a high school drop out who had been
raised in the local community.

The other non-professionals, especially the housewives, expected a great

deal from the college students, and tended to minimize their own competence

and ability to perform in the teaching situation.

The housewife drew the shackle tighter by her
image that college holds all the answers. She pressed
me further down into the box by saying, "A bright,
young lad like you can really teach us. I'm so glad
to be on your team."

As the summer session moved on, some of the college students, while

feeling competent earlier in the project, began to feel they did not know

a great deal about teaching and about children. They began to question

their educational backgrounds as being inadequate to help in a school set-

ting and felt more and more frustrated by the expectations of the rest of

the teaching teams.

I knew little of the poor and even less about
children, but as their eyes turned toward me, I felt
the pressure of the shackle. I could hardly believe
that these people expected me to answer, yet alone
they silently sat backs and pressured me with blank
stares to present "the answer." I replied, "I don't
know," and turned to meet the eyes of the housewife.
She said, "You should be able to help us, having been
to college and everything."

I found myself expected to fulfill tasks other
people understood college to teach. Education to
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many people seems to be of greater value than real life

experience. Why I feel this way, is that when working

with economically disadvantaged children I figure a

housewife from the same area has more to offer than ten

college graduates that have had little experience with

the poor. But the unfortunate thing is that the house-

wife looked to me for help and considered her contribu-

tion as minimal as she was a "failure" and I was a

"success."

Some college students had experiences in the community which they had

not anticipated and which gave them new insights about other people, es-

pecially those coming from racial minority groups. Where they had under-

stood discrimination intellectually and had taken public stands against it,

they had had little real life experience. One college student commented:

Although I considered myself to be unprejudiced

(I had always considered myself a strong supporter of

civil rights, having gone to the March on Washington

in 1963 and having formed a few civil rights groups at

the University of California) I had never really had

experiences that made me aware of my own skin color.
Throughout the entire summer I was constantly reminded

that my skin was white, and although this caused me

some bitterness, I learned a great deal from it and

hopefully did some personal growing.

At school one day one of the Negro foster children

living behind me got in a fight with two of the girls

in my group over some eggs he felt they had stolen.

When he started swinging a stick at them I stood in his

way, and he then called me prejudiced and said that I

was defending "the white patties" because they were of

my skin color. This probably was the first time that I

had been accused of prejudice, and I was quite shocked.

By living with families of minority groups in the community, they

gained a better understanding of the day-to-day lives, of people, who were

all very poor. This "linking" with the community was one of the most suc-

cessful aspects of the project, both for the children in their school work

and in gairAng acceptance by those in the community not immediately in-

volved in the project. It also offered the college students opportunities
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for life experiences they had not had in college or in their personal lives.

One student accounts his first encounter with race prejudice and its conse-

One morning I walked over to the local store to
buy a newspaper and a pop. After buying them I went
out of the store and sat in front of it and out of the
way of the door to drink my pop and read the newspaper.
After about five minutes, the store owner came out and
asked me if I would please move inside to finish my pop
and the paper. At first I felt he thought 1 was in the
way of the door, but I quickly realized that he asked
me to move because he felt that my skin color displayed
on the outside of his store might drive away several of
his customers, most of whom were Negro. Upon this real-
ization I quickly finished my pop and walked home to
finish the paper there. As I was walking tears came to
my eyes. I had been quite hurt by the man's request.
Just because I was white he wanted me to move, and for
the first time I realized that some Negroes of the com-
munity were not going to let me be me, but were going
to see me as white visitor. ...My bitterness soon wore
off and I acquired great sadness for the thousands of
Negroes that had been turned away from thousands of
stores and other things that I take for granted just
because their skin color was black.

The college students initially had difficulties working together as a

group. In the pre-training oassions, they estimated that they spent nearly

one-half (48.3%) of their energies in coping with each other, This was in-

tensified as they came to visit the school prior to the project. Two stud-

ents came to observe and upset the classrooms and the teachers (teachers

who were not to participate in the summer project). Some of the staff in-

terpreted their behavior as "arrogant" and felt they would not work out in

the project. The consultant of the change and development team became con-

cerned about their behavior and reactions to it in the project school. The

project administrator and the resident principal were also concerned about

the two students. The consultant, who was acting as the trainer for the

college students, asked the project director that the two not be hired for



ROLES FOR NON-PROFESSIONALS IN EDUCATION

the project and that local students be recruited to replace them. The pro-

ject director decided that commitments had been made and that these difficul-

ties would have to be worked out, as part of the basic philosophy of the pro-

ject - namely not screening people out, but learning how to resolve conflicts

and learn from them. This incident had a good deal of influence on the col-

lege students, and they worked diligently to look at their own behavior and

their own assets for the project.

Suggested Role Models for Non-Professionals in Education.

During the course of the project, certain tasks became more clearly de-

fined in the teaching teams, and the assistant teachers began to feel more

comfortable in them and develop proficiency. Seven discrete areas seemed to

evolve from the experimentation, which we felt contributed to the children's

growth and development. Undoubtedly others would have emerged had the pro-

ject been of longer duration. These identifiable roles were assumed in vary-

ing ways by the non-professionals according to their personalities and growth

in the project. Further training would have refined the tasks and improved

their proficiency.

ROLE MODEL I. (126teneA)

Rationde. Chiedken coming Om &Age iconteie6 4etdom had an adutt

with whom they coma tatk on who wowed tiaten to them zympathicatty. Reg-

aean cZa44e6 in the 4choa2 were zometimets tame (i.e., 40 chitdicen in one

0246.6/Loom) and many chitdnen had an exce6.6 o4 phyzicae enemy.

Typicae Taaa. Liotened individwatty, in paiAA, on with &net group

o4 up to 4iX chit.dnen /mad 4toxies they 4etected 4/tom boota. .Encomaged

cUtditen to maize up 4toitie6 oi thein own. Read and told 4tonie4 to eh-UV/ten

in 4ma/2 gkoup4 for 4hont pen loch time. Liotened .to chUdIten Amount
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expa1Lence4 in 4choot and at home and attempted to keep them teann. Om and

gain meaning Otom these event4 in .terms ati -dein peuanat cancans.
nAtr TY

MVSIGL Xi. isavuuce .muu4tn,

Rati.onate. Many chitdAen appeared to be hyper -ac ,tive in the cla6vtoomis.

A good deat o6 physicat contact occmited, tanging pLam ptay gghti,ng.

Fighting had been handeed by typicat zuppneszive mums, and was ne.6eAited

admikaistAative chcusnets when mote .6eAiouis. Adult-6 in the .6choot were ()gen

zeal ass di6a.pti.naltianz who had Limi,ted atteAnati.ved6 to maintain contAot and

ondeA.

Typicat Tasks. Wonfzed width the teacher in undatstanding agguis4ive and

ac,tive chiednen. Helped these children to contAot themselves and each other.

Helped them diveAt 12he.vc enagies into mote conotAuctive and zociatey accept-

abte channels. Maintained a £e64 judgementa attitude towaitd them than

others and t' ed to help them and other child/ten understand theAA. behaviolt.

Rearmed activiti.e4 invotving them with others chiedten, to attow UCCe46

peti.ence.s in human netati.anz, e.g., wodang with a younger child who waz

having 44:maan di. 6iculti.e6

ROLE MODEL III. (Relaton)

Ra,ti,onate. Some chiecken appeared to be. i6otated and did nodt .--taacdt

with many °then children. Pahaps they were .shy and iet at ease netating

with other childAen. There were taciat eetings pite)sent, as t 4 rural com-

munity was atmo4t totally 6egnegated. Many 6amit,i.eis had onmexey .lived in

the "Watts area" a Lao Angeles, had had attte inteAac,ti.on with ^aucasian.s.

Raciat tenzian and b.ittane64 had been pasts ed on from the adu.edt6 to the chided-

'ten.

Many icamilli,a were unztabee. A death in a antLey, a 6conity membeA.



ROLES FOR NON-PROFESSIONALS IN EDUCATION

teaving tempotzkity on petranentty, hung etc, and viotence were not uncommon

to the chitdnen. Much oi what happened wais pub! Lc fznow!edge Ln the community

and was often the basiis of union and distoAtion which hunt the &Ltd. Fam-

ities ikequentey moving on sudden notice was common - new ch4,,tdAen antived

atmost da,ity at the schoot and 4amit,Les disappeaned ovetnight.

Typicat Tasks. Was sensZti.ve to chadnen's ieetings and knew how to

identiiy unusuat changes Ln bekaviok. Waked individuatty and .Ln mutt gtoups

with chiLdAen who had tempo/tatty on tonge4 t.asting cnises in the home. Was

suppontive and encounaged chadten to tatk about theik ieetings. Became a

stab& adutt with whom the child cowed 6eet comOttabte.

ROLE MODEL IV. (Suppottek).

Rationate. Many chitdnen, coming 6kom tame, econamicatty impovenished

iamities, had known Ow success expetiences and went ketuctant to my new

things. Some wee easily hunt and became discomaged when they sailed at

attempts to do new things. They wowed oven withdnaw an become aggkasive.

TypicaC asks. Oiieked suppokt individually and Ln smatt gtoups, to

chitdken who became easily hula an discounaged. Helped them ptan things at

which they cowed succeed. Encouraged chitdAen to trey new things in schoot.

and at home. Made home vaZt.S. to &mist the child in liattowing up on his

expekiences.

ROLE MODEL V. (Inspikon).

Rationale. Ctasstooms tuditionatty can be Zimiting in the vakiety of

means sox &caning. Not enough individuat ass.bstance to develop others ap-

pkoaches was ava.itabte Ln ctawooms with onty one adatt present.

Typicat Tasks. Pkovided oppottunities iok chLtdken to Zemn ikom things

akound them. Encouraged chiLdten to exptote new anew). Took them on 6ietd
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EVALUATION

tAip6 in 4maZe gnoup4 to /see new thing.6. Had ptanning and dizawszion gnoup6

itaattilig to ob4seAvati.on4 .

ROLE MOVEL VI. (Linken.)

Rati.onate. Many oi the chi,ednen came inom Lange iarni,t,i,e,6, Acme having

ten and mote young chiednen Li,ving together in zmale, ovene.A.owded quaitteit4.

Re,eationzhip4 with adato were often 1,imited. Olden bnothem and 4i6ten.6

often expeoited the younger ones and cUowed them iew expeA,Zence6 in which

to iece adequate on Aucceisque with anotheA. chi,ed.

Typicat Tazkz. Vi.)s-iced homes , often Aiding the 4choot buis home with

the chiediten at noon, and having Lunch with the 6amay membvz.o ptuent.

wars °gen a 4pontaneou6 viat at the invitati.on o6 the chi,ed. Exptained

4choot pnognam .to 6conity membeAis, got to know them and ied back peAti.nent

iniourati.on about the ch,i,ed and kiis 6choole expeitience.6. Brought inionmati.on

about the iamay to the ctaisznoom to he,ep the totat group and the teacher

undo stand the ch4d. Met with community ongan,i2ati.onis to expeain pro f ect.

ROLE MOVEL VII. (Teacher)

Rati.onaee. Lame c2.4.66nooln6 did not provide enough oppoAtun,iti.e6 ion

chi diten to adapt content mate u..a.e to the,i,i. own t.eaftning AtyZed ion maximum

ite.tenti.on and appUcati.on. Communication bZoc1 .6 occurred between adult6

corni.ng inom middee cea.64 backgnoundz and chi,ednen room economicatey and

4ociatty daadvantaged ones.

Typicat Ta612.6. ffeeped olden chi,ednen pean Zecutning expeAience6 ion

younger ones; ob4eAved "c.no44-age" netatton6hip4 and Led back ob4eAva,tionz

in mate. gnoup4. Oiiened encouragement and "at-the.-abow" a6zatance to

oZden ch-Lediten in cam.ying out ththt teaching pean4 ion the youngeA one4.

Met with younger ch,Lednen to dacuzz tetati.on4hip6 with otdeA. chiednen.



%toned individuae chi ednen in sk,iLe coLea6 as needed. Na (laity with teach e'

to neview chiednen's pnogness and nece,tve 4fate in human AzeationA .titaining.

Not ea the non-pnotiezzionae cui4atani teacheits seemed suLted to ate

tasks which emerged -IA the op feet. FuAtheA, az the project pnognessed, it

seemed that they found vanious kinds oti activitieis with which they were mote

com6oAtabee and caned become pnogaent. The imee o4 the cekti.4ied .teacher

atso became ineAeazingey am - that o6 oAganizing, panning, twining,

supeAvising, and evacuating. The teachens were pAognezziveey Zeiss invaved

in diAect teaching o6 the chiednen and were mane invaved with ttaining and

deveeoping the other sta66 members, inctuding the aeda chiedAen invoLved in

moss-age neeationships.

Tabte 33 depicts the modee which seemed to emerge cateectivety 4nom

the expeniences o4 the eight teams. It a 4uggatime o6 an approach which

might be iwttheA deve,eoped in elementaAy zchootz, pAimaltity those who have

taAge potti.onz o6 educati.onatey and iconomicany diAadvantaged chAlAen.
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